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INTRODUCTION 


“Professional development cannot be part of the solution until it is no longer part of the problem ,” 
Hayes Mizell, Distinguished Senior Fellow Emeritus at Learning Forward . 1 


In classrooms across the United States, teachers are 
being asked to adapt their instructional practices 
to reflect new, more rigorous academic standards 
designed to help all students succeed in an 
increasingly complex and knowledge-based society. 
Recognizing that the quality of teaching is the most 
important element of students’ schooling, there is 
growing urgency among education policymakers 
and practitioners to improve teachers’ knowledge 
and skills to ensure that the standards live up to 
their promise. 2 This is particularly true in schools 
that have struggled to help students achieve their 
potential even prior to the new standards. 

In addition, policymakers are beginning to 
recognize that while new teacher evaluation 
systems can provide greater insight into teaching 
quality, they are not sufficient to drive ongoing 
improvement in teachers’ practice. For that to occur, 
teachers must receive meaningful professional 
development (PD) tied to their identified areas for 
growth. 

Right now, teacher PD* encompasses a variety 
of activities, from one-time workshops and 
online courses to individualized coaching and 
collaborative peer learning communities. However, 


in its present state, teacher PD has gained a poor 
reputation among many teachers and those who 
study education, as the American educational 
system has been more successful at producing PD 
quantity than quality. 3 Despite PD investments by 
federal, state, and local agencies totaling about 
$18 billion a year on PD (not counting the cost of 
time spent by the nation’s 3.1 million teachers), 
little evidence exists to demonstrate that these 
investments have been consistently effective in 
improving teacher practice or student learning 
outcomes. 4 For instance, in its recent influential 
report, The Mirage: Confronting the Hard Truth 
About Our Quest for Teacher Development, the 
education reform organization TNTP examined 
three large urban districts and found no differences 
between the PD experiences of teachers who 
improved their practice and those who did not. 5 

While the education field lacks a comprehensive 
inventory of “what works” in PD, for whom, and 
under what conditions, a few rigorous studies show 
that certain types of PD are more likely to help 
teachers improve when designed and implemented 
well. Taken together, these studies point to a need 
for professional development experiences that are 
sustained, relevant to teachers’ daily work and 


2 


EDUCATION POLICY 


content areas, and involve active learning and 
collaboration among colleagues. 

With these studies as a guide, our nation’s 
education leaders should embrace their 
responsibility to remedy the poor state of teacher 
professional learning so that it fulfills its promise 
of supporting teachers’ ongoing development. 

Some efforts have been undertaken to do this, 
such as by discouraging PD delivered via one-time 
workshops. But these efforts have largely fallen 
short. And delivering on this goal will remain 
a challenge until all stakeholders involved in 
educators’ development— from pre-service to in- 
service training— address key obstacles that limit PD 
from being effective even when it appears to reflect 
evidence-based practices. 

Identifying the obstacles to effective PD is the 
critical first step to overcoming them, just as— to 
use a medical analogy— diagnosing a health issue 
is the first step toward treating it. But, as with many 


health issues, to successfully remedy them, we must 
go beyond treating the symptoms to unearthing the 
root causes. Similarly, to overcome the obstacles 
to effective PD, educators and policymakers need 
to understand the various policies and other 
conditions producing the obstacles, as well as the 
actors within the education system that play a role 
in creating or sustaining them/* 

This paper strives to provide these insights at a 
time when states and districts are refelecting on 
the new latitude and potential uses of federal 
funds for educator improvement under the recently 
reauthorized Elementary and Secondary Education 
Act.*** What will it take to help the vast majority 
of teachers who want to improve and develop their 
practice? We ultimately encourage a move away 
from putting Band-Aids on our current PD efforts 
and toward working collaboratively to create a 
high-functioning system of educator professional 
learning— from initial preparation through the 
highest levels of career advancement. 


Notes on terminology and methodology: 

*Some in the education field differentiate between stand-alone workshops and seminars, which they call 
“ professional development " [PD] and experiences that are more embedded into the classroom work of 
teachers which they call ‘‘professional learning” [PL]. In this paper, the term ‘‘PD" is used throughout to refer 
to any type of experience that a practicing teacher engages in [on a voluntary or a required basis] with the 
explicit intention of improving his or her practice. When we use the term "professional learning” in this paper, it 
is to refer to a desired outcome of PD— learning leading to improved practice— or the system of adult learning 
within which all PD experiences fit. 

**The term "actor" is used throughout the paper to refer to the various entities within the education system 
that play a role in creating or sustaining obstacles to PD. The choice of the term "actor” is meant to reinforce 
the power each named entity holds to act and overcome the obstacles outlined herein. 

***ln addition to conversations with and written feedback from numerous education stakeholders [see 
acknowledgments, inside cover], we conducted an extensive review of existing research, policies, artifacts, 
and programs related to PD in order to identify key obstacles to effective professional development and actors 
responsible for contributing to them. Works cited provide the sources of specific data, previous research on 
obstacles, specific illustrations of obstacles, or other evidence to support the claims made herein. 
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OBSTACLES TO REALIZING A 
PRODUCTIVE PD THEORY OF ACTION 


The implicit theory of action behind PD is that if 
education leaders support teachers’ engagement 
in high-quality learning experiences, then teachers 
will improve their classroom practice, and in 
so doing, increase student learning and overall 
success . 6 For this theory of action to be realized 


by school leaders, with the support of states and 
districts, it must be tied to a pathway that maps out 
how these goals will be achieved/ Such a pathway 
would include the following steps outlined in 
Figure 1 below, which should feed into an ongoing 
cycle: 


Figure 1 I Pathway to Effective PD: Realizing the Theory of Action 


Identifying 
Professional 
Development Needs 



T 


Assessing PD 
Outcomes 




Choosing Approaches 
Most Likely to be 
Effective 


1 



Implementing 
Approaches with 
Quality and Fidelity 


*Note: This paper is not the first to recommend this type of pathway for informing the professional development process , and 
creating a system of adult learning within our education system. The theory of action pathway presented here is intended 
as a basic framework, although more detailed models exist, such as the Backmapping Model for Planning Results-Based 
Professional Learning . 7 
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However, most PD efforts are not tied to such a 
theory of action, and do not follow a pathway like 
the one outlined here. Following is a synopsis 
of the key obstacles to achieving each of the 
steps associated with the above theory of action 
for effective teacher PD. Embedded within are 
the actors— schools, districts, states, educator 
preparation programs, and the federal government— 
who play a role in creating or sustaining them. 

Obstacles to Effective PD Pathway Step 1 


1. Identifying Professional 

Development Needs 

T i 



The first step in realizing effective professional 
development is to diagnose teachers’ learning 
needs— whether at the individual, team, school, 
or district level— in response to an assessment 
of students’ learning needs. 8 Unfortunately, due 
to 1) a lack of a shared vision around what 
excellent teaching entails, 2) limited useful 
data on teacher development needs; and 3) a 
failure to prioritize leaders’ roles and skills in 
identifying teacher and student learning needs, 
many schools and districts have not focused on 
identifying areas of need to inform PD. 9 

Lack of a Clear ; Shared Vision 

Teaching is a difficult, complex task, and 
disagreements about how much is art, craft, 
or science abound. 10 Despite several efforts 
within the U.S. to establish a common vision of 
good teaching practice— the National Board for 
Professional Teaching Standards, the Chief Council 
of State School Officers 1 InTASC Model Core state 
professional teaching standards, the American 


Association of Colleges for Teacher Education 
and Stanford University's edTPA assessment for 
pre-service teachers— a clear, shared vision has 
remained elusive. 11 But without it, the field lacks a 
consistent way to even talk about effective teaching, 
let alone identify development needs. 

This lack of a shared vision extends from in- 
service teaching to requirements for entry into the 
profession and pre-service teacher training. States 
have varying professional teaching standards 
intended to provide guidance around the elements 
undergirding high-quality teaching, varying teacher 
licensure assessments used to determine entry into 
the profession, and varying educator preparation 
program approval criteria and processes. 12 

Even within states, the vision is not particularly 
clear or consistent. States’ professional teaching 
standards are often written in such a manner that 
educators can interpret them in various ways. For 
example, a performance indicator for one of the 
InTASC Model Core Teaching Standards— used 
in some fashion by the vast majority of states— 
provides little clear direction for what teacher 
performance should look like in helping students 
apply content, stating “The teacher facilitates 
learners’ use of current tools and resources to 
maximize content learning in varied contexts.” 13 

Additionally, states’ professional teaching standards 
are also not well connected to the other systems 
that shape teacher practice, from pre-service to 
in-service. Specifically, the vision communicated in 
states’ professional teaching standards is often not 
well integrated into the licensure process, educator 
preparation programs’ practices, or even the tools 
with which practicing teachers are evaluated. The 
National Council on Teacher Quality has found 
that only eight states’ teacher licensing processes 
attempt to verify that all new teachers meet state 
standards by specifically aligning pedagogy tests 
with their own professional teaching standards. 14 
While most states’ teacher preparation program 
approval processes do require that programs 
align their standards and expectations with those 
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of in-service PreK-12 teaching, few appear to be 
rigorously enforcing them . 15 And, in a review of the 
21 states with state- developed teacher evaluation 
models, New America found that fewer than half 
provide resources that help educators understand 
how state teaching standards are integrated into the 
tools with which in-service teachers are evaluated 
and developed . 16 It is difficult to assess where needs 
exist without a clearly defined, shared vision of the 
core knowledge and competencies teachers must 
master to best help students learn, or a common 
language to describe and provide rationale for those 
needs. 

Limited Useful Data 

Limited useful data about development needs 
have also been a barrier for meaningfully engaging 
in a needs-based analysis for PD. In the past, the 
tools and methods schools used to observe and 
evaluate teacher practice produced little valuable 
information on district, school, or individual 
teacher PD needs . 17 But over the last several years, 
states and districts have begun to put in place 
more rigorous teacher evaluation systems that 
have the potential to improve practice, in large part 
by providing more specific clarity around good 
teaching practice and better assessments of where 
teacher PD needs lie . 18 

However, although new in-service teacher 
evaluation systems have the potential to provide 
local and state decision makers with better data— 
from classroom observation data to student data, 
such as work artifacts, formative assessments, 
and surveys— this information has not yet been 
widely used to inform PD . 19 This is partly because 
new evaluation systems were initially designed 
and operationalized for teacher accountability 
more than for support and hence have been 
focused on overall performance ratings rather than 
demonstrated performance of specific knowledge or 
practices . 20 Also, just as many of these systems have 
failed to identify much variation in overall ratings, 
some may struggle to differentiate performance on 
individuals elements of teacher practice. 
Additionally, state education agencies (SEAs) have 


varying levels of access to data about individual-, 
school-, and district-level teacher performance to 
help provide or guide aligned professional learning 
efforts. In fact, some are banned from having any 
such access in the name of privacy . 21 

Failure to Prioritize Leaders’ Skills in Identifying PD 
Needs 

Another reason these new data are not being 
leveraged to drive teaching improvement is 
that states and districts have not made teacher 
development a core focus of school leaders’ roles, 
despite it being an increasingly important role for 
principals to help ensure student success . 22 

First, at the in-service level, school leaders are still 
often primarily evaluated on their management of 
their schools’ day-to-day operations, not on their 
ability to evaluate teachers and help them develop . 23 
And many school and district instructional leaders 
are not well-equipped to identify individual teacher, 
school, and/or district needs, let alone pair them 
with high-quality development opportunities, 
without substantial development themselves . 24 Most 
have grown up in the same system they are helping 
to lead, with no shared, evidence-based vision 
or language around excellent teaching. Hence, 
without training and support, most leaders can only 
speculate about what high-quality instruction looks 
like . 25 

But why are principals and other instructional 
leaders not being trained to identify needs-based 
PD as part of the administrator preparation process? 
First, states have generally set a low bar for gaining 
initial certification as a school administrator that 
does not require any demonstration of competency 
as an instructional leader for teachers. Analyzing 
data to determine needs or recommending 
development activities based on needs data 
across school, grade levels, and subjects is never a 
requirement . 26 Additionally, most districts do not 
have hiring processes that focus on school leaders’ 
ability to support teacher development . 27 

Finally, about one-third of states and most districts 
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have adopted teacher salary policies that are 
primarily based on years of service and post- 
secondary credentials; states tend to set minimum 
salary requirements, while individual districts 
determine specific teacher salary schedules . 28 
Salary requirements may seem unrelated to leader 
skills, but this focus on additional degrees to gain 
increases in compensation leads many teachers 
only seeking a pay bump to enroll in administrative 
degree programs. This results in a large proportion 
of educators enrolled in administrative programs 
who are unconcerned about whether the training 
they receive adequately prepares them to become 
administrators because they have no intention of 
ever pursuing that role . 29 

Combined, these actions by states and districts put 
no pressure on school administrator preparation 
programs to include rigorous, relevant coursework 
or strong clinical training components related to 
being instructional leaders . 30 Not surprisingly, many 
of these programs fail to prepare school leaders to 
assess schoolwide and individual teacher needs, 
deliver meaningful feedback, or suggest aligned 
PD . 31 

Obstacles to Effective PD Pathway Step 2 

2. Choosing Approaches 

Most Likely to be Effective 

t i 



While limited, some rigorous evidence exists that 
highlights which PD approaches are likely to be 
most effective in meeting teachers’ and students' 
needs [see: “What Does High-Quality Research 
Say about Developing Teacher Practice?” on page 
8 ]. But the PD approaches used to improve teacher 
knowledge and skills are often not chosen based on 
this evidence. For a variety of reasons, PD often is 


not relevant to teachers, does not provide teachers 
opportunities to practice and receive feedback, 
does not provide sufficient time for teachers to 
fully develop new skills or knowledge, and is not 
sustained. 

For instance, PD is frequently provided in a pre- 
packaged and pre-scheduled format, with content 
that is “one-size-fits-all .” 43 These types of efforts 
are unlikely to be relevant to all teachers required 
to attend, or to help teachers understand how to 
implement the strategies and knowledge being 
relayed in their specific grade or content area. In 
fact, a teacher with enough expertise in an area to 
lead development on a particular topic most often 
still has to sit through more basic-level PD on that 
topic with her peers without being tapped as an 
expert resource— a missed opportunity all around. 
This type of blanket PD is the equivalent of a doctor 
prescribing the same dose of pain medication for 
every patient complaining about pain, regardless of 
patient age or weight. 

This is not to say that there are no trainings that are 
beneficial to have all teachers on staff attend (e.g., 
an overview of new academic standards, goals, and 
larger shifts expected in teaching practice). But even 
these types of development activities require more 
personalized follow-up to help teachers internalize 
the information, practice it, then apply it in their 
particular grades, subjects, and classrooms. 

What is more, school districts continue to deliver 
the bulk of PD via short-term workshops, despite 
this format typically providing teachers with 
minimal or no opportunity to actively practice new 
skills and knowledge over time or receive feedback 
on them, which are aspects of PD found to be 
critical for real learning to occur . 44 

Why do districts make this choice? One possibility 
is that workshops are easy to schedule within 
the confines of teacher contracts that specify the 
number of minutes available for PD . 45 Another is 
that they may demand less time and human capital 
to plan and implement than more evidence-based 
approaches. 
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What Does High-Quality Research Say about Developing Teacher Practice? 


Many studies of professional development have been conducted, and yet there is still a lack of rigorously- 
designed research in this area. 32 Still, a few high-quality studies* identified by the Institute of Education 
Sciences’ What Works Clearinghouse [WWC] provide guidance around aspects of PD programs that can lead to 
improved teacher and student learning outcomes, and adult learning theory ** offers perspectives on why: 

• PD needs to be explicitly relevant to teachers’ professional lives and responsibilities. 

Research suggests that the most effective PD content is focused on specific strategies and relevant 
to teachers’ daily professional lives, including grade and content areas, and problems of practice. 33 
Adult learning theory posits that making PD content relevant to teachers’ daily practice is effective 
because it helps motivate professional learning, and also encourages relevance of PD opportunities 
based on work context and prior experiences. 34 To maximize teachers' learning, research finds that 
the PD content should also align with the other standards, assessments, and goals that teachers 
engage with in their professional lives. 35 

• Teachers need substantive time to learn new knowledge and skills. 

Teachers must spend a fair amount of time in a given PD program before they can see effects on 
their classroom practice and on student learning: this ranged anywhere from 14 to 80 hours for the 
specific programs in the studies identified by WWC. 36 Spacing these hours out over weeks or months, 
as opposed to learning in a compressed time period, can help teachers retain what they learned. 37 

• Active learning shows promise. 

Aside from time and content, the approach or delivery of PD influences its effectiveness as well. 

For example, personalized coaching and active learning— including opportunities to practice and 
receive feedback on newly-learned techniques— have been shown to improve teacher and student 
outcomes. 38 Adult learning theory also suggests that taking a problem-solving approach during PD, 
such as creating and discussing new lessons plans to address current students’ gaps in learning, is a 
helpful learning technique. 39 

• Focused and well-organized collaboration between teachers can be beneficial. 

Collaboration between teachers— when it is done in focused, well-organized, expert-led teacher 
teams— can improve student learning and trust between teachers. However, more rigorous sustained, 
well-implemented research is still needed on which types of collaboration most successfully improve 
teacher practice and student outcomes. 40 

To be clear ; research-based PD alone is not a miracle drug for changing student outcomes. A recent 
report by Learning First found evidence that several other nations and provinces— British Columbia, Hong 
Kong, Shanghai, and Singapore— have had success with teacher development strategies that employ some 
combination of these elements. 41 However, in none of these systems was using research-based PD the only 
element playing a role in improving student outcomes: these systems tended to undertake other strategic 
professional learning reforms around the same time. 

As such, none of the evidence-based factors will be sufficient for successful professional learning on their 
own, but rather provide insight into the foundational elements necessary for success. And while reliable 
research has tended to investigate the impact of specific, contained PD programs, efforts embedded into the 
everyday work of schools and teachers that reflect these key aspects of effective PD [such as sustained, well- 
implemented professional learning communities] hold promise in fostering teacher learning as well. 42 


*The Institute of Education Sciences’ What Works Clearinghouse (WWC) standards for rigorous research include valid 
experimental or quasi-experimental research design, measurement of student outcomes, and generalizable results. 
**While elements of adult learning theory can help provide a rationale for why certain elements of PD are found to be 
most effective, little rigorous research has been specifically attempted to investigate the theory as a whole. 
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PD is frequently provided in a 
pre-packaged and pre-scheduled 
format, with content that is "one- 
size-fits-all." 

A third possibility is that states’ long-standing 
relicensure/recertification policies have tended to 
encourage these one-off types of PD [see Figure 
2 on following page]. These policies typically 
require that teachers’ “need” for PD be identified 
in a compliance-focused fashion centered around 
“seat time.” This type of system is common in 
other licensed professions, including medicine. 

But it should be a greater public policy concern 
in education as districts are often one of the 
PD providers that can satisfy these relicensure 
requirements, and hence public dollars are largely 
funding these efforts . 46 In the name of professional 
development, state policies require teachers to log 
the time they spend in a seat— referred to by various 
names, such as “continuing education units” 

(CEUs), “clock hours,” “professional development 
units” (PDUs), “college level credits,” or “contact 
hours”— to retain licensure/certification . 47 These 
policies often encourage educators to take part in a 
pre-packaged short-term workshop or seminar, or 
perhaps a semester-long lecture course, potentially 
delivered by someone without experience in their 
grade, content area, or school context . 48 

While states and districts typically publish 
standards and guidelines for fulfilling CEUs, many 
provide teachers wide latitude in choosing their 
workshops or courses— perhaps specifying only that 
a small proportion of CEUs be obtained in a specific 
content area, such as literacy— as long as the entities 
providing the PD are approved providers [see: 
"Benefits and Drawbacks of Wholly Self-Directed 
Teacher PD Approaches" on page 11]. 49 This may 
not be an issue if states and districts employed a 
high-quality process for PD provider approval, but 
providers are not expected to demonstrate evidence 
for why their approach is expected to work, let 
alone evidence of whether it actually did . 50 Despite 
evidence that some PD providers’ relevant skill 
or expertise may be lacking, sometimes the only 


requirement states make of prospective providers is 
to sign a statement of assurance that they comply 
with state regulations . 51 According to the Bill & 
Melinda Gates Foundation’s (BMGF) Teachers Know 
Best: Teachers' Views on Professional Development 
report, this has produced a “highly fragmented 
market of service providers” where independent 
consultants are by far the most common external 
providers of PD, and tend to be known within only a 
handful of districts . 52 

Because states and districts typically do not vet 
the quality of PD providers or their products, these 
providers have little incentive to invest resources in 
incorporating evidence-based practices into their 
offerings, or in performing their own high-quality 
research to produce evidence of effectiveness. Not 
surprisingly, few have non-anecdotal evidence 
to point to which would support their continued 
use . 53 Additionally, recertification policies create 
incentives for PD providers that are misaligned 
with the needs of teachers and schools: providers 
have a motivation to create PD offerings responding 
to (and sometimes helping create) the “panacea” 
education fads of the moment, rather than helping 
schools set up deep systems for improvement based 
on evidence of how adults learn and modify their 
behaviors . 54 

In sum, the way teachers, schools, and districts 
choose many PD activities is driven by compliance 
with policies— and/or established relationships with 
individual PD consultants— rather than based on 
inquiry into and reflection on what is most likely to 
be effective . 55 
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Figure 2 | PD, CEUs & the Path to Recertification 


Teachers are often required to obtain 

continuing education units [CEUs] in 
order to renew their teaching certification. 
The predominant way of fulfilling 
these CEUs is through professional 
development coursework. 

What does the PD path to recertification 
entail? 



1. States and districts 

set teacher recertification 
policies— such as required 
CEU hours, frequency of 
renewal and [sometimes] 
types of required CEU 
coursework. They also 
determine the process for 
approval of prospective PD/ 
CEU providers 


3. Approved providers 

determine which courses to 
offer and publish offerings to 
districts and teachers 




2. Prospective PD providers 

apply for approval to offer 
CEUs— sometimes with little 
more than a form agreeing 
to comply with regulations 
in place 



■s are provided 
with many PD options for 
attaining CEUs, but no tools 
to adequately vet options 
to ensure their relevance or 
quality 






1. Stricter vetting of PD offerings eligible 
for earning CEUs 

2. Demonstration of teacher learning or 
practice improvements to earn CEUs 

3. Opportunities for meaningful 
professional learning 


Example Offering:* 

Instructional Strategies that Build on the Neurodiverse 
Gifts of Every Student 

“Expand your practices of diversity to include students 
with diverse types of minds and learning styles. Explore 
strength-based approaches that promote true inclusiveness 
and actively change the culture of your school.” 



5. Providers deliver CEU- 
eligible PD via pre-packaged 
workshops, seminars, or 
courses, some of which are 
at odds with best-available 
research 


6. Neither teacher nor 

provider is expected to 
provide tangible evidence of 
the learning that took place 
in the course to receive 
CEUs or continue providing 
them, respectively 



*This example of a PD offering from a state-wide PD in-service day, worth four CEUs, comes from the Oregon Department of Education’s “Educational Explorations Fall 
Flyer 2014,” http://www.0de.state.0r.us/pubs/update/fall-flyer-2014.pdf. 




Benefits and Drawbacks of Wholly Self-Directed Teacher PD Approaches 


With few meaningful development opportunities curated for them , teachers are finding creative ways to access 
PD experiences that are more individualized . 56 While this is likely to go hand in hand with increased satisfaction 
and motivation to learn , it puts the onus for targeted professional learning on the backs of already -busy 
teachers 57 Also, few good tools exist for educators to assess the quality of what is available, and whether it is 
likely to meet their needs . 58 So even when strong evidence for particular PD approaches does exist, educators 
often are not aware of it, or are not using it to inform decision making . 59 Not surprisingly, the Teachers’ Views 
on Professional Development research found teachers are sometimes even left unsatisfied with their own self- 
directed PD . 60 

In fact, the notion of full teacher agency over PD is in conflict with some cognitive science research. Being 
motivated to learn and improve is critical for teachers to meaningfully invest energy in PD, so teachers need to 
believe their PD is focused on the right areas for them to develop and need to have confidence in the methods 
used. However, educators do not necessarily have sufficient data or skills to determine where their practice is 
strong and where it needs improvement. This is not a specific criticism of educators: research indicates that 
humans, regardless of profession, are inherently not good at knowing what they do not know. Rather, as an 
experimental research paper by psychologists Justin Kruger and David Dunning found, “the skills that engender 
competence in a particular domain are often the very same skills necessary to evaluate competence in that 
domain .” 61 


Additionally, teachers may be biased towards those practices and designs that reflect the philosophy or vision 
of “good” teaching they already have, even when it does not align with research. For example, teachers may be 
drawn to PD on how to effectively teach to students' different “learning styles” even though research indicates 
that such different styles do not exist . 62 More importantly, even when educators do have the data and skills to 
determine focus areas for improvement, they may not be able to diagnose by themselves what they should do 
differently, or the tools to help them make the necessary modification to their practice. As such, PD that balances 
teacher self-direction and input from instructional experts may hold the most promise for achieving the goal of 
improved teacher practice and student outcomes. 


PD that balances teacher self-direction and input from 
instructional experts may hold the most promise for 
achieving the goal of improved teacher practice and 
student outcomes. 
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Obstacles to Effective PD Pathway Step 3 


t i 

3. Implementing 

◄ Approaches with 

Quality and Fidelity 


Even when most of the elements of a strong 
professional learning theory of action are in 
place— goal-oriented, needs-driven, incorporating 
evidence-based methods— poor implementation 
can still interfere with PD achieving its intended 
impact. For example, while research shows that 
intensive coaching can be a valuable form of PD, 
just designating individuals as coaches and making 
them available to teachers is not enough . 63 There 
are countless other factors which affect the success 
of a coaching relationship: the coach’s expertise in 
the teacher’s grade span, subject, and/or school 
context; the depth of observation, feedback, 
and suggestions for things to try differently; the 
authority of a coach to recommend next steps; time 
and accountability for teachers to follow through 
with recommended next steps; and so on. 

Just as there are countless factors that influence 
PD implementation, there are myriad obstacles to 
ensuring high-quality implementation. As such, 
this paper will focus on two implementation 
issues which influence all types and aspects of PD: 
1) the PD efforts undertaken are frequently not 
intentionally integrated in a coherent fashion, 
and 2) there is insufficient capacity of individuals 
throughout the education system to promote and 
support effective PD efforts . 64 


Incoherent Implementation 

Teachers’ work is multi-faceted, requiring them to 
incorporate academic standards, curriculum, and 
assessment within their instructional practices, as 
well as approaches for differentiating instruction, 
engaging students and families, and more. And 
many teachers need coherent support in developing 
their knowledge and skills in all of these areas . 65 
However, the PD efforts that states, districts, 
and/or schools make available to teachers may 
not be clearly connected to, or even compatible 
with, one another . 66 For example, a district may 
provide teachers with PD on using technology in 
the classroom as well as on specific approaches 
to differentiated instruction— such as Response to 
Intervention— but these opportunities are unlikely 
to help teachers integrate learning from both 
to support a student with special learning and 
behavior needs. 

Incoherent implementation stems largely from two 
issues: 1) too many competing PD priorities and 
2) failure to coordinate PD efforts at the local level 
such that teachers see an integrated system with 
clear objectives and pathways to improvement . 67 

Both of these issues occur in part because the 
different roles within state educational agencies 
and districts are often funded by, and responsible 
for allocating funding from, specific federal funding 
sources . 68 Even though the principal federal law 
governing primary and secondary schools— the 
Elementary and Secondary Education Act (ESEA)— 
touches many aspects of PreK-12 education, it is 
split into different titles and programs that are 
accompanied by separate funding streams and 
conditions. Perhaps unsurprisingly, many SEAs and 
districts organize themselves around the funding 
streams in siloed ways, instead of organizing to 
work comprehensively to achieve the broader goals 
of the policy . 69 For example, the divisions working 
on curriculum and instruction are typically separate 
from those responsible for assessment, which are 
separate from those focused on student support 
or on hiring and developing talent . 70 Regular 
coordination among these divisions has been rare . 71 
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As a result, state education agencies are not 
typically organized to focus comprehensively on 
improvement of teaching and learning, which 
can lead to contradictory messages being sent to 
their districts and schools about which initiatives 
are priorities for PD or how to think about these 
initiatives holistically. For example, as SEAs roll 
out statewide initiatives, such as new academic 
standards or new educator evaluation systems, 
they may struggle to communicate how they fit 
together or help districts and schools best do so. 
This, in turn, makes communicating the types of 
PD opportunities that will be needed to ensure that 
educators understand system-wide initiatives and 
expectations difficult. 72 

The same is true for the relationship between 
districts and schools. 73 Additionally, even those 
directly responsible for teacher development within 
schools— principals, mentors, coaches, other teacher 
leaders, and peers— often do not communicate and 
coordinate priorities well among themselves. 74 Most 
states and districts have not developed or supported 
the development of systems to help various staff 
members document feedback and recommend PD 
in a central location to ensure they are showing 
teachers a clear, coherent path forward on 
development. 75 The federal government appears to 
recognize this obstacle, as the recently reauthorized 
ESEA law now requires districts applying for federal 
Title II funds to provide assurances that they will 
coordinate PD activities funded via this stream 
with other PD programs. This requirement provides 
a necessary signal, but does not offer strong 
incentives for taking on this difficult work, as there 
is no clear accountability for not doing so. 76 

Adding to this incoherence is the fact that new 
leadership at the school, district, or state level often 
comes with new agendas and priorities, including 
for PD. 77 And education leadership turns over 
relatively rapidly; the typical district superintendent 
spends three or four years in a given job. 78 

The result is that teachers refer to much of the PD 
they are required to participate in as “scattershot” 
or “spray and pray”— trying to broadly cover lots of 


different areas and initiatives du jour without an 
intentional, big picture approach. 79 This is at odds 
with what research finds effective PD to look like: 
focused on sustained efforts in a few key areas, and 
communicating and delivering new efforts in a way 
that integrates with or replaces what is already in 
place. 80 According to research from 2005-06, only 
17 percent of elementary teachers participated 
in PD explicitly based on what they learned in 
earlier trainings. 81 While there is no equivalent 
recent research in this area— a problem in and of 
itself— there is no clear indication that anything has 
changed from a decade ago. 82 This is the equivalent 
of a doctor prescribing an additional medication 
to treat a patient's pain at each subsequent 
appointment, without checking to see if any of the 
drugs are contra-indicated. 

Insufficient Capacity 

Educators and other education leaders face multiple 
capacity constraints that limit their ability to 
identify teachers’ development needs and choose 
the best approaches to support them, such as a 
lack of sufficient time, knowledge, and skills. The 
limited capacity of other individuals throughout 
the education system also affects the quality of 
teachers’ PD experiences. 

State policies and district teacher contracts often 
specify the number of school days and/or minutes 
teachers can engage in PD. As a result, most districts 
and schools have struggled to think innovatively 
about how to organize teachers’ schedules in order 
to allow for the types of learning experiences that 
are more likely to be meaningful, such as observing 
another teacher model a practice, then practicing 
it over a period of time and receiving feedback. As 
a result, development has often been relegated 
to specific “in-service” days or time allotted after 
school as opposed to being integrated into teachers’ 
daily work. In a 2014 survey commissioned by 
BMGF, school and district leaders claimed that 
insufficient time built into teachers’ schedules 
was the most significant obstacle they faced in 
promoting professional learning. 83 
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As previously mentioned, in the time that 
teachers do have available to engage in PD, they 
are often asked to engage in a large number of 
diverse, and sometimes competing efforts. This 
can make it difficult for teachers to deeply engage 
with the content and skills required for each 
initiative deemed a priority. As such, the resulting 
implementation may be superficial, making it 
unlikely that teachers— or their students— will reap 
much benefit, even when the PD is high-quality and 
evidence-based. 

School leaders are in a similar time-crunched 
position: they are responsible for so many 
administrative-and operations-related tasks that 
they struggle to find time to provide teachers with 
regular feedback and to support their development 
in a meaningful way. 84 And as a substantial number 
of states and districts have made cuts to education 
budgets over the past few years, more principals 
are doing more, with less. Many no longer have 
assistant principals, some have been managing 
multiple schools or have both a district and a school 
leadership role, and others lead the school and also 
teach classes within it. 85 Additionally, some states 
and districts do not provide tools or other supports 
to principals to help them thoughtfully plan and 
select PD, including professional development 
opportunities of their own. 86 With so many demands 
on their time, and little external support, school 
principals may struggle to be intentional about PD. 87 
Others may burn out: many principals leave the 
profession after only a few years, before they have a 
chance to fully develop their skills in this area. 88 

Even with more time and 
resources available, many school 
principals would still be missing 
some of the knowledge and 
skills necessary to identify and 
support meaningful development 
opportunities for all of their 
teachers. 


As discussed previously, even with more time and 
resources available, many school principals would 
still be missing some of the knowledge and skills 
necessary to identify and support meaningful 
development opportunities for all of their teachers. 
In fact, with the varied content areas and grade 
levels within a given school, it may be unrealistic 
to expect one person— the school principal— to 
have the expertise to do so for all of his or her staff 
without additional support. 89 

What is more, many states and districts have 
not developed guidance and supports to create 
greater school capacity— beyond the principal— for 
providing teachers with rich, frequent feedback and 
aligned development opportunities. For example, 
despite it being a common practice in countries with 
high-performing professional learning systems, 
states have not strongly encouraged districts 
and schools to formally delegate observation 
and feedback duties to staff other than school 
principals. 90 Only four states require multiple 
observers as part of formal teacher evaluation 
processes, and 15 others allow it. Meanwhile, few 
districts and schools have taken advantage of this 
option where it exists, such that school principals 
remain the sole observers in most places. 91 Why this 
still occurs is unclear. In some districts, collective 
bargaining agreements explicitly preclude teachers 
from “formally” observing other teachers. In 
others, it appears that a lack of capacity begets 
lack of capacity: without time and skills to train 
other school staff to perform these duties well, 
schools and districts continue to put the entire 
burden of teachers’ evaluation and associated 
development on the principal. Finally, a lack of 
shared accountability for a school’s success may 
lead some principals to be wary of delegating such 
an important task to others. 

Many states, districts, and schools also fail to think 
innovatively about how to create more opportunities 
for teachers to informally provide feedback to 
each other. When done intentionally, such as with 
Tennessee’s Instructional Partnership Initiative 
pilot which pairs teachers based on ratings of their 
classroom practice, this type of feedback process 
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has been shown to have an impact on teacher 
practice and student outcomes. 92 While more 
places are attempting to better integrate PD into 
educators’ work day and leverage the expertise 
of other teachers— often through evidence-based 
structures like “professional learning communities” 
(PLCs) that meet regularly during common planning 
time— many school and district leaders may lack 
the knowledge and skill to implement these efforts 
in ways that result in this time being well-used. 93 
Using the PLC example, school and district leaders 
often fail to provide teachers with clear expectations 
and processes for using PLC time productively, or 
to designate skilled teachers or other staff members 
to facilitate these sessions as inquiry-based 
approaches to improving instruction. 94 

States and districts struggle with capacity issues as 
well, which interfere with their ability to provide 
effective communications and support to schools 
that help ensure teacher PD is implemented well 
[see: "Adoption Without Strong Implementation: 
State Professional Learning Standards" below]. 
Many state education agencies and districts are 
sparsely staffed, inadequately funded, and/ 
or have staff without sufficient time, skill, or 
knowledge themselves to successfully implement 
all of the necessary pieces of major initiatives 
simultaneously. 95 Without greater capacity on the 
part of local and state education administrators, 
improving PD implementation at scale will continue 
to be a challenge. 


Obstacles to Effective PD Pathway Step 4 


T i 

4. Assessing 
PD Outcomes 


Assessing PD’s outcomes relative to objectives 
is rare. Perhaps this should not be surprising, 
given that none of the key actors influencing 
teacher PD— school leaders, district leaders, state 
leaders, educator preparation programs, or other 
“external” PD providers— are held accountable 
for the effectiveness of the learning opportunities. 
Uncertainty about how to measure outcomes, and in 
some instances, even about how to track the basics 
of PD occurring, also plays a role. The result is that, 
in many locales, almost no data— either on what PD 
transpired or its effects— are systematically collected 
at all. 

Anecdotally, many working in education have a 
sense that currently teachers’ PD is not of great 
quality: the 2014 BMGF survey found that only three 
in ten teachers are highly satisfied with the PD 
they engage in, and only one-third say it is getting 
better. 98 Educator satisfaction surveys, like the one 


Adoption Without Strong Implementation: State Professional Learning Standards 

Despite a lack of shared vision for what excellent teaching looks like, states do have widely-agreed upon 
standards for what professional learning should look like when implemented well. Nearly 40 states have 
adopted common standards to guide teacher professional learning, such as requiring skillful leaders, applying 
research and sustaining support for implementation, and using a variety of data sources to plan and assess 
learning experiences. 96 However, most states that have adopted such standards have not invested in ensuring 
these are implemented at the local level, often not doing much other than posting them on their websites. 97 
As such, it is unlikely that these standards are meaningfully informing the implementation of teacher PD 
efforts. 
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Available Tools for Assessing PD Impact 


Several teacher surveys try to dig beyond questions of satisfaction with PD to assess the quality 
of implementation and impact of the experiences. The Standards Assessment Inventory (SAI2), 
developed by Learning Forward, asks teachers about frequency of core PD practices occurring in 
their schools , as well as how PD contributes to teacher learning and student outcomes. For example , 
on a scale from “always” to “never” teachers rate whether “professional learning supports teachers 
to develop new learning and then to expand and deepen that learning over time .” 100 While not 
specifically focused on PD, the New Teacher Center's Teaching, Empowering, Leading and Learning 
(TELL) survey asks teachers whether they agree with several statements about how the PD in their 
schools helps teachers implement strategies and increase student learning . 101 These types of surveys 
may be helpful at gaining an overall picture of the implementation or quality of PD in a school, 
district, or state, but they are less helpful in identifying which types of PD are having a measurable 
impact on teacher practice and student achievement. And it is unlikely that teacher self-reporting is 
the best mechanism to capture changes to practice, given humans' struggle to accurately self-assess 
in areas in which they are not yet proficient . 102 While teacher surveys can provide some helpful insights 
into teacher perceptions of PD, they should be utilized in conjunction with other, more objective and 
nuanced measures of teacher and student performance such as frequent classroom observations and 
formative assessments. 


employed by BMGF, are easy to administer but do 
not attempt to assess whether changes in teacher 
knowledge or behavior occurred in conjunction with 
PD experiences, let alone whether student learning 
was positively affected." A few other surveys 
exist which attempt to do this, but these also have 
limitations [see: “Available Tools for Assessing 
Teacher PD” above]. 

As such, after teachers take part in a development 
experience, very few schools, districts or SEAs 
attempt to assess whether the goals of PD’s theory 
of action are being met with regards to teachers 
1) incorporating what they learned into practice; 
or 2) translating their new knowledge and skill 
into improved student outcomes . 103 For example, 
when determining whether to grant teachers CEUs 
toward recertification, states do not assess whether 
a teacher’s knowledge or practice progressed as a 
result of his or her PD experiences. Instead, it tends 
to be a box-checking activity based on seat time . 104 
When there is follow up, it is often long after the 
experience took place, perhaps as part of a teacher’s 
annual performance review . 105 This is the equivalent 


of a doctor finding a patient’s blood pressure was 
alarmingly high, but telling the patient he would 
wait until his next annual check-up to see if the 
prescribed medication had lowered it successfully. 

What is more, there is no tracking of data about the 
basics— what, when, how, or for whom— related to 
the PD experiences in which teachers are engaging, 
a prerequisite for being able to assess which 
experiences and conditions are most impactful 
and for which teachers . 106 TNTP’s The Mirage 
study found that none of the districts examined 
took a comprehensive inventory of these basic 
questions for all of their formal PD investments, 
not to mention school-dictated ones . 107 Districts did 
not have a good sense of their PD landscape or the 
associated outcomes, making it all but impossible 
to keep PD efforts from being scattershot or 
redundant . 108 

Why is a proper inventory not occurring? One likely 
reason is that what efforts “count” as PD may be up 
for debate. For example, the time and compensation 
of staff who are largely responsible for planning PD 
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are often recorded under “instructional staff” or 
“instructional support" instead of under PD.” 109 

And tracking school-determined PD such as 
collaborative learning groups may not be a priority 
for districts and states. One potential reason is 
that, despite providing roughly $2.5 billion to states 
and districts for teacher PD annually, the federal 
government has not required SEAs or districts to 
meaningfully collect and report on even the basics 
of their use of federal funding to develop educators. 
Nor has it developed resources to encourage or 
assist states and districts to track this information 
themselves. Perhaps not surprisingly, most SEAs 
and districts have not created good systems for 
tracking their prior or ongoing PD efforts, let alone 
how well they are working. 110 

The data the federal government has collected from 
states and districts have not been particularly useful 
for trying to understand the current PD landscape, 
or for assessing outcomes to help home in on what 
is working and inform state and local decision 
making. 111 For the last decade, the U.S. Department 
of Education has requested that states and districts 
respond to a voluntary survey [see Figure 3 on 
page 18] about what kinds of PD they are spending 
federal funds on, which the Department then 
aggregates and publishes. 112 But the categories 
of PD outlined are not particularly descriptive of 
what kind of PD is occurring, such as “professional 
development provided by professional development 
coaches.” 113 Additionally, participating districts 
(three-quarters of the 800 districts nationwide for 
the most recent survey in 2014-15) must only report 
the number of teachers participating in a given 
activity, which the Department then aggregates and 
reports, rather than providing what proportion of 
teachers from districts surveyed were taking part in 
a particular activity. 114 As a result, the survey does 
not enable the tracking of even basic PD trends. 

While the Title II-A voluntary survey is probably 
the most comprehensive public attempt to collect 
data on PD from U.S. states and districts that exists, 
another federal survey, the National Center for 
Education Statistics’ Schools and Staffing Survey 


(SASS) surveys a nationally-representative sample 
of teachers on a variety of topics, including their 
professional learning opportunities. 115 However, 
this survey only asks teachers about the “intensity 
of professional development,” which is not further 
defined and hence also fails to provide a sense 
of the type of PD occurring or its impact. 116 As a 
result, little evidence is being collected to indicate 
what kinds of PD are resulting in what kinds of 
outcomes— and for which teachers— in order to 
understand progress towards goals or to inform 
future PD efforts. 

TNTP’s earlier cited study suggested that perhaps 
we should not rely on the limited PD evidence 
that does currently exist. 117 In the study, TNTP 
documented its attempt to assess what was 
necessary for PD to “work” for teachers in a handful 
of large, urban, high-poverty districts by looking 
at differences in experiences, mindsets, and 
outcomes for teachers who improved performance 
and those who did not. However, the researchers 
had difficulty identifying clear differences between 
the PD experiences and mindsets of improvers and 
non-improvers, leading the group to conclude that 
we have little insight into what PD works. As the 
report expounds, “most discussions about teacher 
development presume that we already know... what 
good professional development looks like; we just 
haven’t been able to do it at scale for all teachers, 
yet.. ..Unfortunately, our research shows that our 
decades-old approach to teacher development, built 
mostly on good intentions and false assumptions, 
isn’t helping nearly enough teachers reach their full 
potential— and probably never will.” 118 

TNTP’s claim that our decades-old approach to 
PD is inadequate rings true based on the evidence 
available. But it is not because we do not know 
anything about the basic tenets underlying good 
PD. As detailed earlier, a small number of rigorous 
studies point to several common elements of high- 
quality professional learning. Rather, key obstacles 
to the effective PD pathway, as highlighted herein, 
coupled with another, more nebulous, element- 
professional culture— stand in the way of “good” PD 
strategies translating into good PD outcomes. 119 
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Figure 3: Sample Data from U.S. Department of Education Title II, Part A District Survey 

Data presented are district [LEA] responses to the following survey question: "For each type of 
professional development activity listed below, please estimate the number of teachers who 
participated for the 2013-14 school year [including summer 2014], This can be a duplicated count, in 
that a teacher can be counted more than once across the different types of professional development. 
However, teachers should not be counted more than once within the same type of professional 
development activity." 

Duration or type of professional development Teachers participating 

Professional development during the school day 

Daily learning team sessions 

Weekly learning team sessions 

Professional development provided by professional 
development coaches 

Half-day workshops [2-5 hours] 

Full-day workshops [6-8 hours] 


Professional development outside the school day 

After-school activity [1-4 hours) 1,360,761 

Multi-day workshops [16-24 hours] 575,038 

Local or national conferences (8-24 hours] 314,269 

Multi-week institutes [5-10 days) 223,861 

College coursework (9 weeks or semester-long) 177,645 


Note: Adapted from the U.S. Department of Education's report, "Findings from the 2014-15 Survey on the Use of 
Funds under Title II, Part A: Subgrants to LEAs," July 2015. 


953,042 

1,935,071 

1,810,824 

2,097,916 

2,393,616 
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CHALLENGES TO A PROFESSIONAL 
LEARNING CULTURE 


Professional culture is a complex topic. It is tied to 
many aspects of the workplace, and hence looks 
very different from school to school. Still, some 
common policies, structures, and other conditions 
have helped foster the development of four common 
types of cultures in schools that are detrimental 
to PD's effectiveness: compliance, egg-crate, Lake 
Wobegon, and complacency. 

Some of the obstacles and conditions discussed 
previously play a role in influencing teaching 
culture. For instance, perhaps partly due to rapidly 
shifting PD priorities or seemingly irrelevant PD 
content, many educators view current development 
efforts as something to be quietly tolerated so 
they can get back to their “real work” of teaching 
students . 120 That is, PD obstacles may not only 
prevent teachers from committing to developing 
necessary knowledge and skills, but can also imbue 
PD with a compliance-oriented culture . 121 

But other factors influence professional culture 
as well. To return to the example of professional 
learning communities (PLCs): for meaningful 
collaboration to occur in a PLC, teachers need 
more than structures that provide time and space 
to meet together. They also need to establish 
trusting relationships with each other, demonstrate 
respect for each other’s viewpoints, and be open 


to considering a new way forward that may not fit 
neatly with one’s preferred methods of teaching . 122 
But historically, schools have not been designed to 
foster collaborative adult learning. Teachers have 
typically worked in isolation, tucked away in their 
own classrooms . 123 This type of independent, closed- 
door, egg-crate culture is at odds with many 
teachers’ stated desire to receive more feedback 
on how to improve their practice, and ultimately 
stands in the way of improvement. For example, 
this leads to cultural norms in some schools that 
make teachers, even those new to the profession, 
uncomfortable asking for feedback on or assistance 
in improving their practice . 124 When teachers are not 
used to getting feedback from other teachers, it may 
also become culturally unacceptable for a teacher 
to provide unsolicited constructive feedback to 
another . 125 

Educator preparation programs play a role here 
as well. As part of prospective teachers’ clinical 
preparation, many programs have not ensured 
that teacher candidates receive ample constructive 
feedback on their burgeoning practice, to help 
create an expectation that feedback and ongoing 
development is an integral part of the profession. 

In providing prospective teachers with clinical 
experience in school classrooms, many programs 
only provide input to teacher candidates a handful 


No Panacea: Diagnosing What Ails Teacher Professional Development Before Reaching for Remedies 


19 


of times, and few seek out supervising classroom 
teachers that model this approach. 126 

Additionally, most educator preparation programs 
do not provide evidence-based training to 
prospective school administrators for creating 
structures and practices that support trusting, 
inquiry-based, improvement- driven cultures. 127 
States and districts have also not provided much 
PD of any type to principals, let alone the training 
and support they need to create school cultures 
that push teachers to open their practice to ongoing 
feedback, dialogue, and reflection. 128 As a result, 
principals may be unsure of how to provide 
coaching and constructive feedback to teachers 
while preserving a positive relationship with them, 
leading many to feel uncomfortable providing 
teachers with anything other than positive feedback 
and high performance ratings. 129 

By providing knowingly inflated ratings to 
teachers, school leaders create a Lake Wobegon 
culture “where everyone is above average.” 130 Not 
surprisingly, in The Mirage, TNTP found that less 
than half of the traditional public school teachers 
surveyed agreed that they have weaknesses in 
their instructional practice. However, even those 
teachers who had been evaluated and provided 
with feedback about having weaker areas in their 
instruction did not believe that they had room to 
improve: when asked about their performance 
“more than 60 percent of low-rated teachers still 
gave themselves high performance ratings.” So this 
Lake Wobegon culture is deeply ingrained; it goes 
beyond being an information problem to being a 
belief problem. 131 


Educator preparation programs set the Lake 
Wobegon culture in motion for the teaching 
profession, by setting low expectations for 
rigor, and bestowing high grades on candidates 
that are differentiated only minimally based on 
demonstrated knowledge or performance. 132 When 
teachers in a sample of districts were asked to 
assess their own instructional performance on a 
scale of 1 to 10, 69 percent of novice teachers rated 
their instructional performance an 8 or higher. 133 
States also contribute to this issue by setting the 
bar for passing state teacher licensure exams 
extremely low, with the vast majority of states 
granting licenses to teachers who score below the 
20 th percentile. 134 

By indicating to teachers that they have 
“nowhere to grow,” schools and districts may 
foster a complacency culture where the word 
“improvement” is stigmatized and seen as 
something one must work toward only if one is a 
poor performer. 135 State, district, and school policies 
can also lead to complacency around PD when 
career growth is not tied to professional growth, 
but only to experience. For example, when fewer 
than half of states ground tenure in demonstrable 
effectiveness (in addition to experience), it can 
feed into a mindset that professional development 
is not a priority. 136 Similarly, if school and district 
leaders do not select teachers for instructional 
leadership roles based on evidence indicating likely 
effectiveness in that role, or celebrate teachers who 
are improving their practice in other ways, they fail 
to demonstrate that learning and growth is valued 
by the system. 13 


By indicating to teachers that they have “nowhere to 
grow,” schools and districts may foster a complacency 
culture where the word “improvement” is stigmatized. 
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CONCLUSIONS 


Various actors at all levels of the education 
system (federal, state, district, school, educator 
preparation) play unique, substantive roles in 
ensuring that teachers’ professional development 
is effective. While schools and districts are directly 
responsible for teacher development, states, 
educator preparation programs, and federal actors 
must be responsible for creating the conditions 
and circumstances that undergird this critical 
work. At times, states and educator preparation 
programs may need to play a more central role 
in providing PD to schools and districts, as with 
the federal government to states. For example, 
when rolling out statewide initiatives, such as new 
academic standards or evaluation systems, the 
onus is on states to help ensure that they clearly 
communicate, and assist district and school leaders 
in communicating, how these initiatives fit together 
with other initiatives already in place. 

Unfortunately, as a nation, we have not pursued 
education policies and practices that promote clear 
roles, or mutual interaction and influence within 
and across different levels of governance toward a 
common goal . 138 Instead, much of the interaction 
that does take place between levels is focused on 
transactional compliance, rather than collaboration 
to accomplish a shared set of goals. 

This brings us back to the critical need for a 
common theory of action and associated PD 
pathway around which all actors can coalesce. A 


shared PD theory of action provides an organizing 
framework for turning our education system into a 
learning system, not just for students, but also for 
educators. By focusing on developing a PD system 
rather than specific activities, we can create more 
consistency and continuity in PD, and staying 
power when leadership turns over at various levels. 
To achieve this objective, aspects of the human 
capital pipeline that are not typically considered to 
be part of "PD 11 — preparation, hiring, varying levels 
of licensure, career ladders, and so forth— must 
also be approached with the goal of developing a 
learning system. 

But even with a theory of action that stakeholders 
at each level of governance embrace, the difficulty 
arises in ensuring that all actors effectively and 
consistently apply and/or support that theory of 
action. Right now various policies and practices 
create obstacles to this occurring. As such, bright 
spots in teacher development do exist in the U.S., 
but typically only where innovative leaders are 
working valiantly against the obstacles in place. 

Just as no single actor is responsible for all of 
the obstacles to meaningful teacher professional 
development, none alone can remedy them. It will 
be critical for all stakeholders to reflect on the roles 
they and others play in this realm [see Figure 4 on 
pages 22-23] and acknowledge that, to overcome 
these obstacles, just changing the bandages will not 
be sufficient. 
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Figure 4 | Realizing an Effective PD System: An Overview of Current Obstacles & Actors 

The overarching obstacle to realizing an effective system of teacher professional development [PD] is the 
failure to employ a comprehensive theory of action that follows a clear pathway for improving teacher 
practice, and ultimately student learning. As outlined in the figure below, this failure is a result of specific 
obstacles to each of the four basic steps of the theory of action, as well as professional culture challenges. 

What are the specific actions that lead to these obstacles being created or sustained, and which actors are 
responsible? The diagram to the right— color-coded to correspond with each of the relevant steps of the 
theory of action— provides insight into this question. 

Obstacles to a Comprehensive PD Theory of Action 


O 


Culture Challenges 
to a Comprehensive 
Theory of Action 
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Who is Responsible for these 
Obstacles and How? 


Priorities change with changes in leadership 

Other competing priorities limit time available for teachers and 
administrators to deeply engage with PD 

More rigorous evaluation data not widely used to inform PD 
PD content often not related to teachers’ daily practice 


PD rarely allows hands-on approach to learning 

Teacher development staff do not identify/communicate PD 
priorities 

Leaders lack skill and/or knowledge on how to implement 
approaches well 

Failure by leaders to leverage those with greater PD skill or 
knowledge 

Career growth not tied to demonstrated effectiveness 


Lack of systems to track basics of PD occuring 

Agencies siloed by issue areas and funding streams, with little 
coordination across teaching and learning initiatives 

Minimal training for prospective or current administrators on 
creating trusting, inquiry-based, improvement-driven cultures 

No pressure on administrator preparation programs to ensure 
new leaders have skills to help teachers develop 

Understaffing issues limit time for leaders to focus on PD 

Leaders not evaluated based on ability to evaluate and develop 
teachers 

Compliance-oriented recertification policies fail to encourage 
evidence-based approaches 

Limited tools available for assessing PD outcomes 

Low bar for success during initial preparation and licensure 
processes 

Teaching standards not well integrated with evaluation pro- 
cesses 

Teaching standards are high level and may be interpreted in 
multiple ways 

Minimal feedback to prospective teachers during training and 
education 
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NEXT STEPS 


While this paper outlines the primary obstacles 
to effective professional learning for teachers, 
understanding what ails PD is clearly only the first 
step toward a cure. In order to ensure that ongoing 
teacher learning and improvement is the rule rather 
than the exception, the actors identified herein 
must work together to address these obstacles and 
conditions and create a true professional learning 
system. 

Where should they start? Research by Learning First 
on four high-performing international professional 
learning systems identifies three common strategies 
and policy focus areas to tackle first: 

1) Developing leaders of professional learning at the 
school, district, and state system levels; 

2) ensuring that evaluation and accountability 
mechanisms recognize and reward effective 
professional learning; 

3) prioritizing professional learning by creating 
time for teachers to pursue learning throughout the 
work week, and ensuring supports to use that time 
effectively. 139 


Given the crucial role leaders play in successfully 
implementing the elements of the theory of action 
and in developing and sustaining a supportive 
professional culture, the attention should be here 
first, and most intensively, to ensure leaders are 
well equipped to play these roles. Part of this 
effort will require rethinking principals’ roles and 
delineating where other instructional leaders can 
and should play a role within the PD process. But 
without evaluation and accountability mechanisms 
that focus all leaders on the goal of teacher 
learning in service of student learning, and which 
produce ongoing data on the effectiveness of PD 
efforts, leaders will continue to get pulled in other 
directions, or fail to create cultures where rich, 
honest feedback drives ongoing development. 

Evaluation and accountability mechanisms should 
include quality control measures for “external” PD 
providers, as well as broader school and educator 
performance management systems. These broader 
systems must go beyond measures of student 
learning and overall teacher performance to include 
a clear focus on measures of teacher learning and 
improvement. For this to produce a cooperative, 
rather than a competitive, learning environment, 
promotions within the system should be based 
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on development success, in addition to overall 
performance. For example, systems could promote 
teachers based on their personal development as 
well as how well they help others develop, as occurs 
in Singapore, a country the U.S. trails by at least one 
to two years of student learning in reading, math, 
and science. As states consider revisiting school 
accountability and educator evaluation systems in 
light of recent changes to the federal Elementary 
and Secondary Education Act, it will be critical for 
them to keep these elements in mind. 

Implementing the kinds of professional learning 
that research supports will, at a minimum, require 
a rebalancing of resources— more efficiently using 
current PD resources, including time, to focus 
on needs-based priorities and evidence-based 
methods. But since doing this work well will require 
a substantive investment in human capital, along 
with a reimagining of teachers’ roles and/or school 
schedules, additional resources will likely be 
required. 

In future work, we will provide a more detailed 
vision for the efforts different actors can and should 
take to start enabling and/or moving toward more 
effective PD, including examples of where different 
pieces of this work are already being done that 
can provide a vision for a path forward. It will 
take a concerted effort among the various players 
to shift from cursory or inaccurate diagnoses 
and treatments to more holistic approaches and 
systemic improvements to PD over time. The ability 
of educators— and even more importantly, of their 
students— to advance their learning depends on it. 


No Panacea: Diagnosing What Ails Teacher Professional Development Before Reaching for Remedies 


25 



Notes 


1 Douglas B. Reeves, Transforming Professional 
Development Into Student Results (Alexandria, 

VA: Association for Supervision and Curriculum 
Development, 2010). 

2 Steven G. Rivkin, Eric A. Hanushek, and John 
F. Kain, “Teachers, Schools, and Academic 
Achievement,” Econometrica 73, no. 2 (March 2005). 

3 Jenny Demonte, High Quality Professional 
Development for Teachers: Supporting Teacher 
Training to Improve Student Learning (Washington, 
DC: Center for American Progress, July 2013), 

https://www.americanprogress.org/issues/ 

education/report/2013/07/15/69592/high-quality- 

professional-development-for-teachers/. 

4 Tom Loveless, What Do We Know About 
Professional Development (Washington, DC: 
Brookings Institution, February 19, 2014), http:// 
www.brookings.edu/research/papers/2014/02/19- 

teachers-professional-development-loveless ; 

The Mirage: Confronting the Hard Truth About Our 
Quest for Teacher Development (New York: TNTP, 
2013), http://tntp.org/assets/documents/TNTP- 
Mirage_2015.pdf. 

5 The Mirage: Confronting the Hard Truth About Our 
Quest for Teacher Development (New York: TNTP, 
2015), http://tntp.org/assets/documents/TNTP- 
Mirage_2015.pdf. 

6 Claudia Weisburd and Tamara Sniad, “Theory of 
Action in Practice,” The Evaluation Exchange 11, 
no. 4 (2005/2006): 22-24, http://www.hfrp.org/ 

evaluation/the-evaluation-exchange/issue- 

archive/professional-development/theory-of- 

action-in-practice . 

7 Joellen Killion and Jacqueline Kennedy, “The 
Sweet Spot in Professional Learning,” JSD 33, no. 5 
(October 2012): 10-17, http://learningforward.org/ 
docs/jsd-october-2Q12/killion335.pdf . 

8 Learning Forward, “Standards for Professional 
Learning - Data,” http://learningforward.org/ 
standards/data#.VyNeOfkrLcs . 

9 Teachers Know Best , Teachers' Views on 
Professional Development , (Seattle, WA: Bill 
and Melinda Gates Foundation, 2015), http: 


k12education.gatesfoundation.org/wp-content/ 

uploads/2015/04/Gates-PDMarketResearch-Dec5. 

pdf ; The Mirage: Confronting the Hard Truth About 
Our Quest for Teacher Development (New York: 

TNTP, 2015), http://tntp.org/assets/documents/ 
TNTP-Mirage_2015.pdf ; Teach Plus, Teachers 
Teaching Teachers: Transforming Professional 
Development By Empowering And Investing In 
Educators (Boston: Teach Plus), http://teachplus. 
org/sites/default/files/publication/pdf/teachers_ 

teaching.pdf . 

10 Nancy Flanagan, “The Age-Old Question. 

Teaching: Art or Science?” Teacher in a Strange 
Land (blog), Education Week , August 13, 2014, 

http://blogs.edweek.org/teachers/teacher_in_a_ 

strange_land/2014/08/the_age-old_question_ 

teaching_art_or_science.html . 

11 Interstate Teacher Assessment and Support 
Consortium (InTASC) Model Core Teaching 
Standards: A Resource for State Dialogue 
(Washington, DC: Council of Chief State School 
Officers, April 2011 ), http://www.ccsso.org/ 
Resources/Publications/lnTASC_Model_Core_ 

Teaching_Standards_A_Resource_for_State_ 
DialogueJApril_20111.html ; EdTPA, “About EdTPA,” 
http://www.edtpa.com/PageView.aspx?f=GEN_ 

AboutEdTPA.html ; National Board for Professional 
Teaching Standards, “About Us,” http://www.nbpts. 
org/who-we-are . 

12 Tamara Hiler and Stephenie Johnson, “Creating a 
Consistent & Rigorous Teacher Licensure Process,” 
blog post, Third Way, November 20, 2014, http:// 
www.thirdway.org/report/creating-a-consistent- 

and-rigorous-teacher-licensure-process ; Teach, 
com, “Get Your Teaching Credential,” http:// 
teach.com/how-to-become-a-teacher/teaching- 

credential ; Michael J. Feuer, Robert E. Floden, 
Naomi Chudowsky, and Judie Ahn, Evaluation 
of Teacher Preparation Programs: Purposes , 

Methods , and Policy Options (Washington, DC: 
National Academy of Education, 2013), fp://www. 
naeducation.org/cs/groups/naedsite/documents/ 

webpage/naed_085581.pdf . 

13 Interstate Teacher Assessment and Support 
Consortium (InTASC) Model Core Teaching 
Standards: A Resource for State Dialogue 


26 


EDUCATION POLICY 


(Washington, DC: Council of Chief State School 
Officers, April 2011 ), http://www.ccsso.org/ 
Resources/PubUcations/lnTASC_ModeLCore_ 

Teaching_Standards_A_Resource_for_State_ 

DialogueJApril_20111.html . 

14 Sandi Jacobs, Kathryn M. Doherty, Nithya Joseph, 
Kelli Lakis, Lisa Staresina, and Caryn Wasbotten, 
2015 State Teacher Policy Yearbook: National 
Summary (Washington, DC: National Council on 
Teacher Quality, November 2015), http://www. 
nctq.org/dmsView/2015_State_Teacher_PoUcy_ 

Yearbook_National_Summary_NCTQ_Report . 

15 Stephen Sawchuk, “States Slow to Close 
Faltering Teacher Ed. Programs,” Education Week , 
December 16 , 2014 , http://www.edweek.org/ 
ew/articles/2014/12/16/states-slow-to-close- 
faltering-teacher-ed.html ; Melissa Tooley and 
Kaylan Connally, “Are There Truly No Differences in 
Teacher Preparation Program Quality?” EdCentral 
(blog), New America, August 31 , 2015 , http://www. 
edcentral.org/no-diff-teacher-prep-quaUty/ ; 

Teacher Preparation Programs: Education Should 
Ensure States Identify Low-Performing Programs and 
Improve Information Sharing (Washington, DC: U.S. 
Government Accountability Office, July 2015), http:// 
www.gao.gov/assets/680/671603.pdf . 

16 New America review of internal Hanover report 
commissioned by CCSSO and available data on state 
professional teaching standards via state websites. 

17 Daniel Weisberg, Susan Sexton, Jennifer 
Mulhern and David Keeling, The Widget Effect: 

Our National Failure to Acknowledge and Act on 
Differences in Teacher Effectiveness (New York: 

TNTP, 2009), http://tntp.org/assets/documents/ 
TheWidgetEffect_2nd_ed.pdf . 

18 Kaylan Connally and Melissa Tooley, Beyond 
Ratings: Re- envisioning State Teacher Evaluation 
Systems as Tools for Professional Growth 
(Washington, DC: New America, March 2016), 

https://www.newamerica.org/education-policy/ 

policy-papers/beyond-ratings/ . 

19 Ibid. 

20 Ibid. 

21 Stephen Sawchuk, “Are Teacher Evaluations 
Public? Assessing the Landscape,” Teacher Beat 


(blog), Education Week , May 6, 2013, ittp://blogs. 
edweek.org/edweek/teacherbeat/2013/05/ 

are_teacher_evaluations_public.html ; Tysza 
Gandha and Andy Baxter, State Actions To 
Advance Teacher Evaluation (Atlanta, GA: 

Southern Regional Education Board, February 
2016), http://publications.sreb.org/2016/160210_ 
stateactionstoadvanceteachereval.pdf ; 

Leveraging State Longitudinal Data Systems 
to Inform Teacher Preparation and Continuous 
Improvement: A Data-Sharing Template to Prompt 
Discussion and Strategic Planning (Washington, DC: 
Data Quality Campaign, August 2010), http://eric. 
ed.gov/?id=ED538389 . 

22 Kaylan Connally, “The Sorely Overlooked 
School Leader,” EdCentral (blog), New America, 
October 19, 2015, http://www.edcentral. 
org/schoolleaders/ ; Paul V. Bredeson, “The 
School Principal’s Role in Teacher Professional 
Development,” Journal of In-Service Education 26, 
no. 2 (2000), http://www.tandfonline.com/doi/ 
pdf/10.1080/13674580000200114 . 

23 Kathryn M. Doherty and Sandi Jacobs, 2015 State 
of the States: Evaluating Teaching , Leading , and 
Learning (Washington, DC: National Council on 
Teacher Quality, November 2015 ), http://www. 
nctq.org/dmsView/StateofStates2015 ; Kaylan 
Connally, “Paving a Path Forward for State Principal 
Evaluation Systems,” EdCentral (blog), New 
America, February 26 , 2016 , http://www.edcentral. 
org/principalevals/ ; New Leaders for New Schools, 
Evaluating Principals: Balancing Accountability with 
Professional Growth (Washington, DC: New Leaders 
for New Schools, 2010 ), http://tpep-wa.org/wp- 
content/uploads/ep-paper.pdt 

24 Bruce Haslam and Colleen Seremet, Strategies 
for Improving Professional Development: A Guide 
for School Districts (Arlington, VA: New American 
Schools, 2001), http://www.policystudies.com/ 
studies/?id=49; Stephen Fink, School and District 
Leaders as Instructional Experts: What We Are 
Learning (Seattle, WA: Center for Educational 
Leadership) , http://info.k-121eadership.org/ 
download-school-and-district-leaders-as- 
instructional-experts-what-we-are-learning?_ga= 

1.49676004.315053796.1310498529 . 

25 Stephen Fink, School and District Leaders as 
Instructional Experts: What We Are Learning 


No Panacea: Diagnosing What Ails Teacher Professional Development Before Reaching for Remedies 


27 


(Seattle, WA: Center for Educational Leadership), 

http://info.k- 121 eadership.org/download-school- 

and-district-leaders-as-instructional-experts- 

what-we-are-learning?_ga=1.49676004.315053796 

.1310498529 . 

26 Paul Manna, Developing Excellent School 
Principals to Advance Teaching and learning: 
Considerations for State Policy (New York: 

The Wallace Foundation, 2015 ), http://www. 

waHacefoundation.org/knowledge-center/ 

school-leadership/state-policy/Documents/ 

Developing-ExceUent-School-Principals.pdf ; 

Kerri Briggs, Gretchen Rhines Cheney, Jacquelyn 
Davis, and Kerry Ann Moll, Operating in the Dark: 
What Outdated State Policies and Data Gaps 
Mean for Effective School Leadership (Dallas, 

TX: George W. Bush Institute, February 2013), 
http://gwbcenter.imgix.net/Resources/GWBI- 

Report_0p_inthe_Dark_v23v-LR.PDF ; Tabitha 
Grossman, Issue Brief: State Policies to Improve 
the Effectiveness of School Principals (Washington, 
DC: NGA Center for Best Practices, April 26, 2011), 
http://www.nga.org/files/live/sites/NGA/files/ 

pdf/11Q4SCH00LPRINCIPALS.PDF . 

27 Improved Principal Hiring: The New Teacher 
Project’s Findings and Recommendations for 
Urban Schools (New York: TNTP, September 2006), 

http://www.broadeducation.org/asset/1128- 

tntpimprovedprincipalhiring.pdf ; Brandon 
Palmer, “Principal Selection Methods Matter,” 
District Administration, August 2015, http://www. 
districtadministration.com/article/0815-palmer ; 
Daniela Doyle and Gillian Locke, Lacking Leaders: 
The Challenges of Principal Recruitment, Selection, 
and Placement (Washington, DC: Thomas B. 
Fordham Institute, June 2014), ittp://edex.s3- 
us-west- 2 .amazonaws.com/publication/pdfs/ 
Lacking-Leaders-The-Challenges-of-Principal- 

Recruitment-Selection-and-Placement-Final.pdf. 

28 Michael Griffith, Policy Analysis: State Teacher 
Salary Schedules (Denver, CO: Education 
Commission of the States, March 2016), http:// 
www.ecs.org/ec-content/uploads/State- 

Teacher-Salary-Schedules-1.pdf ; National 
Council on Teacher Quality, “Policy Issue: 
Compensation; 2015 Pay Scales and Performance 
Pay,” http://www.nctq.org/stateP0licy/2015/ 
nationFindingsdo?policyIssueId=2&masterGoalId=2 
0&yearId=8&x=i7&y=io; National Council 


on Teacher Quality, “NCTQ District Policy: 
Compensation - Salary,” tt p ://www. nctq.org/ 
districtPolicy/ourApproach/supportingResearch/ 

index.jsp?sectionld=20 ; Stephenie Johnson and 
Lanae Erickson Hatalsky, “Rethinking Career 
Pathways & Salary Structures for Teachers,” blog 
post, Third Way, July 1, 2015, http://www.thi rd way, 
org/report/rethinking-career-pathways-and- 

salary-structures-for-teachers . 

29 Tabitha Grossman, Issue Brief: State Policies 
to Improve the Effectiveness of School Principals 
(Washington, DC: NGA Center for Best Practices, 
April 26, 2011), http://www.nga.org/files/live/ 
sites/NGA/files/pdf/11Q4SCH00LPRINCIPALS. 

PDF ; Melissa Tooley and Laura Bornfreund, Time 
to Improve: How Federal Policy Can Promote Better 
Prepared Teachers and School Leaders (Washington, 
DC: New America, March 2014), https://www. 
newamerica.org/education-policy/policy-papers/ 

time-to-improve/ ; Sarah Almy, Melissa Tooley, and 
Daria Hall, Preparing and Advancing Teachers and 
School Leaders: A New Approach For Federal Policy 
(Washington, DC: Education Trust, September 2013), 
http://edtrust.org/wp-content/uploads/2013/10/ 

Preparing_and_Advancing_Q.pdf . 

30 Arthur Levine, Educating School Teachers 
(Washington, DC: The Education Schools Project, 
2006), http://www.edschools.org/pdf/Educating_ 
Teachers_Report.pdf ; Marc Tucker and Judy 
Codding, eds., The Principal Challenge: Leading 
and Managing Schools in an Era of Accountability 
(San Francisco, CA: Jossey-Bass, 2002); Jal Mehta, 
Victorie Thiesen-Homer, David Braslow, and Adina 
Lopatin, From Quicksand to Solid Ground: Building a 
Foundation to Support Quality Teaching (Cambridge, 
MA: The Transforming Teaching Project, 2015), 
http://www.totransformteaching.org/wp-content/ 

uploads/2015/IQ/From-Quicksand-to-SoUd- 

Ground-Building-a-Foundation-to-Support- 

Quality-Teaching.pdf . 

31 Linda Darling-Hammond, Michelle LaPointe, 

Debra Mayerson, Margaret Terry Orr, and Carol 
Cohen, Preparing School Leaders for a Changing 
World: Lessons from Exemplary Leadership 
Development Programs (Stanford, CA: Stanford 
Educational Leadership Institute, 2007), http:// 
www.waUacefoundation.org/knowledge-center/ 

school-leadership/key-research/Documents/ 

Preparing-School-Leaders.pdf ; Frederick M. 


28 


EDUCATION POLICY 


Hess and Andrew P. Kelly, Learning to Lead? What 
Gets Taught in Principal Preparation Programs 
(Boston, MA: Program on Education Policy and 
Governance, 2005), http://www.hks.harvard. 
edu/pepg/PDF/Papers/Hess_Kelly_Learning_to_ 

Lead_PEPG05.02.pdf ; Paul Manna, Developing 
Excellent School Principals to Advance Teaching 
and Learning: Considerations for State Policy (New 
York: The Wallace Foundation, 2015), http://www. 
wallacefoundation.org/knowledge-center/school- 

leadership/state-policy/Documents/Developing- 

Excellent-School-Principals.pdf . 

32 Thomas R. Guskey and Kwang Suk Yoon, “What 
Works in Professional Development?” Phi Delta 
Kappan 90, no. 7 (March 2009): 495-500, http:// 
www.brookings.edu/research/papers/2014/02/19- 

teachers-professional-development-loveless . 

33 Laura M. Desimone, Andrew C. Porter, Michael 
S. Garet, Kwang Suk Yoon, and Beatrice F. Birman, 
“Effects of Professional Development on Teachers’ 
Instruction: Results from a Three-Year Longitudinal 
Study,” Educational Evaluation and Policy Analysis 
24, no. 2 (2002): 81-112, http://outUer.uchicago. 
edu/computerscience/0S4CS/landscapestudy/ 

resources/Desimone-Porter-Garet-Yoon-and- 
Birman-2002.pdf ; Michael S. Garet, Andrew C. 
Porter, Laura Desimone, Beatrice F. Birman, and 
Kwang Suk Yoon, “What Makes Professional 
Development Effective? Results from a National 
Sample of Teachers,” American Education Research 
Journal 38, no. 4 (2001): 915-945, Tttp://www. 
imoberg.com/files/Unit_D_ch._24_— _Garet_ 

et_al._article.pdf ; Heather C. Hill, “Learning in 
the Teaching Workforce,” The Future of Children 
17, no. 1 (2007): 111-127, http://files.eric.ed.gov/ 
fulltext/EJ795882.pdf ; Lauren Scher and Fran 
O’Reilly, “Professional Development for K-12 Math 
and Science Teachers: What Do We Really Know?,” 
Journal of Research on Educational Effectiveness 2, 
no. 3 (2009):209-249, http://www.tandfonline.com/ 
doi/abs/10.1080/19345740802641527 . 

34 Joseph Houde, Andragogy and Motivation: An 
Examination of the Principles of Andragogy Through 
Two Motivation Theories , presented at the Academy 
of Human Resource Development International 
Conference, February 22-26, 2006, Columbus, 

OH, https://www.lindenwood.edu/education/ 

andragogy/andragogy/2011/Houde_2006.pdf . 


35 Michael S. Garet, Andrew C. Porter, Laura 

Desimone, Beatrice F. Birman, and Kwang Suk Yoon, 
“What Makes Professional Development Effective? 
Results from a National Sample of Teachers,” 
American Education Research Journal 38, no. 4 
(2001): 915-945, http://www.imoberg.com/files/ 
Unit_D_ch._24_— _Garet_et_al._article.pdf ; William 
R. Penual, Barry J. Fishman, Ryoko Yamaguchi, and 
Lawrence P. Gallagher, “What Makes Professional 
Development Effective? Strategies That Foster 
Curriculum Implementation,” American Educational 
Research Journal 44, no. 4 (2007): 921-958, tp:// 

aer.sagepub.com/content/44/4/921.abstract . 

36 Kwang Suk Yoon, Teresa Duncan, Silvia Wen- 
Yu Lee, Beth Scarloss, and Kathy L. Shapley, 
Reviewing the Evidence on How Teacher Professional 
Development Affects Student Achievement 
(Washington, DC: U.S. Department of Education, 
October 2007), http://ies.ed.gov/ncee/edlabs/ 
regions/southwest/pdf/rel_2007033.pdf ; Valerie W. 
French, “Teachers Must Be Learners, Too,” NASSP 
Bulletin 81, no. 585 (January 1997): 38-44, http:// 
bul.sagepub.com/content/81/585/38.abstract ; 

Eric R. Banilower, Results of the 2001-2002 Study of 
the Impact of the Local Systemic Change Initiative 
on Student Achievement in Science (Chapel Hill, 

NC: Horizon Research, December 2002), http:// 
www.horizon-research.com/horizonresearchwp/ 

wp-content/uploads/2013/04/sps0102.pdf ; 

Michael Garet, Andrew Wayne, Fran Stancavage, 
James Taylor, Marian Eaton, Kirk Walters, 

Mengli Song, Seth Brown, Steven Hurlburt, Pei 
Zhu, Susan Sepanik, and Fred Doolittle, Middle 
School Mathematics Professional Development 
Impact Study: Findings After the Second Year of 
Implementation (Washington, DC: U.S. Department 
of Education, 2011), http://ies.ed.gov/ncee/ 
pubs/20114024/pdf/20114024.pdf ; Michael Garet, 
Stephanie Cronen, Marian Eaton, Anja Kurki, 
Meredith Ludwig, Wehmah Jones, Kazuaki Uekawa, 
Audrey Falk, Howard Bloom, Fred Doolittle, Pei 
Zhu, and Laura Sztejnberg, The Impact of Two 
Professional Development Interventions on Early 
Reading Instruction and Achievement (Washington, 
DC: U.S. Department of Education, 2008) http://ies. 
ed.gov/ncee/pdf/20084030.pdf . 

37 Harold Pashler, Patrice M. Bain, Brian A. Bottge, 
Arthur Graesser, Kenneth Koedinger, Mark 
McDaniel, and Janet Metcalfe, Organizing Instruction 


No Panacea: Diagnosing What Ails Teacher Professional Development Before Reaching for Remedies 


29 


and Study to Improve Student Learning: IES 
Practice Guide (Washington, DC: U.S. Department 
of Education, September 2007), http://ies.ed.gov/ 
ncee/wwc/pdf/practice_guides/20072004. 

pdf#page=16 ; Nicholas J. Cepada, Edward Vul, 
Doug Rohrer, John T. Wixted, and Harold Pashler, 
“Spacing Effects in Learning: A Temporal Ridgeline 
of Optimal Retention,” Psychological Science 19, 
no. 11 (2008): 1095-1102, http://wixtedlab.ucsd. 
edu/publications/wixted/Cepeda_Vul_Rohrer_ 
Wixted_Pashler.pdf ; Shana K. Carpenter, Nicholas 
J. Cepada, Doug Rohrer, Sean H. K. Kang, and 
Harold Pashler, “Using Spacing to Enhance Diverse 
Forms of Learning: Review of Recent Research 
and Implications for Instruction,” Educational 
Psychology Review 24, no. 3 (August 2012): 369-378, 
http://www.yorku.ca/ncepeda/pubUcations/ 

CCRKP2012.pdf ; John J. Donovan and David J. 
Radosevich, “ A Meta-Analytic Review of the 
Distribution of Practice Effect: Now You See It, 

Now You Don’t,” Journal of Applied Psychology 84, 
no. 5 (1999): 795-805, http://www.owlnet.rice. 
edu/~antonvillado/courses/09a_psyc630001/ 

Donovan%20&%20Radosevich%20[1999]%20JAP. 

pdf . 

38 Laura M. Desimone, Andrew C. Porter, Michael 
S. Garet, Kwang Suk Yoon, and Beatrice F. 

Birman, “Effects of Professional Development on 
Teachers’ Instruction: Results from a Three-Year 
Longitudinal Study,” Educational Evaluation and 
Policy Analysis 24, no. 2 (2002): 81-112, http:// 
outlier.uchicago.edu/computerscience/0S4CS/ 

landscapestudy/resources/Desimone-Porter- 

Garet-Yoon-and-Birman-2002.pdf ; Michael 
S. Garet, Andrew C. Porter, Laura Desimone, 
Beatrice F. Birman, and Kwang Suk Yoon, “What 
Makes Professional Development Effective? 

Results from a National Sample of Teachers,” 
American Education Research Journal 38, no. 4 
(2001): 915-945, http://www.imoberg.com/files/ 
Unit_D_ch._24_— _Garet_et_al._article.pdf ; Eric 
R. Banilower, Results of the 2001-2002 Study of the 
Impact of the Local Systemic Change Initiative on 
Student Achievement in Science (Chapel Hill, NC: 
Horizon Research, December 2002), http://www. 
horizon-research.com/horizonresearchwp/wp- 

content/uploads/2013/04/sps0102.pdf ; Joseph 
P. Allen, Robert C. Pianta, Anne Gregory, Amori 
Yee Mikami, and Janetta Lun, “An Interaction- 
Based Approach to Enhancing Secondary School 


Instruction and Student Achievement,” Science 333 
no. 6045: 1034-1037, http://science.sciencemag. 
org/content/333/6045/1034.fuU . 

39 J. Joseph Houde, Andragogy and Motivation: An 
Examination of the Principles of Andragogy Through 
Two Motivation Theories , presented at the Academy 
of Human Resource Development International 
Conference, February 22-26, 2006, Columbus, 

OH, https://www.lindenwood.edu/education/ 

andragogy/andragogy/2011/Houde_2006.pdf ; 

Instructional Design.org, “Andragogy (Malcolm 
Knowles),” http://www.instructionaldesign.org/ 
theories/andragogy.html . 

40 Faith Dunne, Bill Nave, and Anne Lewis, 

“Critical Friends Groups: Teachers Helping 
Teachers to Improve Student Learning,” Phi 
Delta Kappa Center for Evaluation, Development , 
and Research , no. 28 (December 2000), http:// 
www.schoolreforminitiative.org/wp-content/ 

uploads/2014/02/Dunne_et_al_2000.pdf ; 

Susan D. Wiley, “Contextual Effects on Student 
Achievement: School Leadership and Professional 
Community,” Journal of Educational Change 2, 
no. 1 (February 2001): 1-33, :p://link.springer. 
com/article/10.1023%2FA%3A1011505709050 ; 
Judith Warren Little, “Norms of Collegiality and 
Experimentation,” American Educational Research 
Journal 19, no. 3 (September 1982): 325-340, 
http://aer.sagepub.eom/content/19/3/325. 

short?rss=1&ssource=mfc ; John P. Papay, Eric 
S. Taylor, John H. Tyler, and Mary Laski, Learning 
Job Skills from Colleagues at Work: Evidence from a 
Field Experiment Using Teacher Performance Data 
(Cambridge, MA: National Bureau of Economic 
Research, February 2016). 

41 Ben Jensen, Julie Sonnemann, Katie Roberts-Hull, 
and Amelie Hunter, Beyond PD: Teacher Professional 
Learning in High-Performing Systems (Washington, 
DC: National Center on Education and the Economy, 
January 2016), http://www.ncee.org/wp-content/ 
uploads/2016/02/BeyondPDWebv2.pdf . 

42 Faith Dunne, Bill Nave, and Anne Lewis, 

“Critical Friends Groups: Teachers Helping 
Teachers to Improve Student Learning,” Phi 
Delta Kappa Center for Evaluation, Development, 
and Research, no. 28 (December 2000), ftp:# 
www.schoolreforminitiative.org/wp-content/ 

uploads/2014/02/Dunne_et_al_2000.pdf ; 


30 


EDUCATION POLICY 


Susan D. Wiley, “Contextual Effects on Student 
Achievement: School Leadership and Professional 
Community,” Journal of Educational Change 2, no. 

1 (February 2001): 1-33, http://Unk.springer.com/ 
article/10.1023%2FA°/o3A1011505709050 . 

43 Teachers Know Best , Teachers' Views on 
Professional Development (Seattle, WA: Bill 
and Melinda Gates Foundation, 2015 ), http:// 
k 12 education.gatesfoundation.org/wp-content/ 

uploads/2015/04/Gates-PDMarketResearch-Dec5. 

pdf ; Jenny DeMonte, High Quality Professional 
Development for Teachers: Supporting Teacher 
Training to Improve Student Learning (Washington, 
DC: Center for American Progress, July 2013), 
http://www.sheeo.org/sites/default/files/PD°/o20 

Research%20-%20High%20QuaUty%20PD%20 

for%20Teachers%2007-2013.pdf . 

44 Teachers Know Best , Teachers' Views on 
Professional Development (Seattle, WA: Bill 
and Melinda Gates Foundation, 2015), ittp:// 
k 12 education.gatesfoundation.org/wp-content/ 

uploads/2015/04/Gates-PDMarketResearch-Dec5. 

pdf ; Allison Gulamhussein, Teaching the Teachers: 
Effective Professional Development in an Era of High 
Stakes Accountability (Alexandria, VA: Center for 
Public Education, September 2013), http://www. 
centerforpubliceducation.org/teachingtheteachers; 
Improving Teacher Quality State Grants: ESEA Title 
II, Part A, Non- Regulatory Guidance (Washington, 
DC: Department of Education, 2006), http://www2. 
ed.gov/programs/teacherqual/guidance.pdL 

45 Allison Gulamhussein, Teaching the Teachers: 
Effective Professional Development in an Era 

of High Stakes Accountability (Alexandria, VA: 

Center for Public Education, September 2013), 

http://www.centerforpubliceducation.org/ 

teachingtheteachers ; NCTQ, “Teacher Contract 
Database - Custom Report,” http://www.nctq.org/ 
districtPoMcy/contractDatabase/customReport. 

do?id=94346 . 

46 Michael Hoffman and Wes Harris, A Complete 
Guide to Continuing Education for Teachers (Teach 
Tomorrow, 2014), http://www.teachtomorrow.org/ 
continuing-education-for-teachers/ . 

47 Missouri Department of Elementary and 
Secondary Education, “Required Professional 
Development Hours,” https://dese.mo.gov/ 


educator-quality/certification/required- 

professional-development-hours ; Florida 
Department of Education, “Florida Educator 
Certification Renewal Requirements,” http://www. 
fldoe.org/teaching/certification/fl-educator- 

certification-renewal-requ.stml ; State of 
Washington, Office of Superintendent of Public 
Instruction, “Continuing Education (Clock Hours) 
FAQ,” http://www.k12.wa.us/certification/ 
ClockhoursFAQ.aspx . 

48 Vermont Agency of Education, “ Activities That 
Qualify for Professional Learning Credit,” http:// 
education.vermont.gov/documents/EDU- 

Professional_Learning_Qualified_Activities. 

pdf ; Virginia Department of Education, Division 
of Teacher Education and Licensure, “Virginia 
Licensure Renewal Manual,” http://www.doe. 
virginia.gov/teaching/licensure/licensure_ 

renewal_manual.pdf . 

49 Elizabeth A. Kaye, Requirements for Certification 
of Teachers, Counselors, Librarians, Administrators 
for Elementary and Secondary Schools, 79 th ed. 
(Chicago, IL: The University of Chicago Press, 2014). 

50 Some states also grant authority for approving 
PD providers to regional entities, such as Regional 
Education Service Centers. Making Decisions about 
Teacher Professional Development: Practices in 8 
Alabama Schools (Greensboro, NC: U.S. Department 
of Education, 2009), http://www.educationalpolicy. 
org/publications/pubpdf/EBE_436_Eval°/o20 

PD_AL.pdf ; Reform Support Network, Systems for 
Approving Professional Development Providers: 

An Introduction (Washington, DC: Reform Support 
Network, U.S. Department of Education, 2014), 
https://rtt.grads360.org/services/PDCService. 

c/GetPDCDocumentFile?fileld=3805 ; Heather 
C. Hill, “Fixing Teacher Professional Development,” 
Phi Delta Kappan 90, no. 7 (March 2009), http:// 
www.pdkmembers.org/members_online/ 

farchive/pdf/k0903hil.pdf ; Beth 
Fertig and Sarah Garland, “Millions Spent on 
Improving Teachers, But Little Done to Make Sure 
it’s Working,” The Hechinger Report, June 1, 2012, 
http://hechingerreport.org/millions-spent-on- 

improving-teachers-but-little-done-to-make- 

sure-its-working/ . 

51 Heather C. Hill, “Fixing Teacher Professional 
Development,” Phi Delta Kappan 90, no. 7 (March 


No Panacea: Diagnosing What Ails Teacher Professional Development Before Reaching for Remedies 


31 


2009), http://www.pdkmembers.org/members_ 
onUne/pubUcations/archive/pdf/k0903hU.pdf ; 
State of Washington, Office of Superintendent 
of Public Instruction, “Annual Assurance of 
Compliance Form,” http://www.k12.wa.us/ 
certification/Certapp/1804.pdf . 

52 Teachers Know Best , Teachers' Views on 
Professional Development (Seattle, WA: Bill 
and Melinda Gates Foundation, 2015), http:// 

k 12 education.gatesfoundation.org/wp-content/ 

uploads/2015/04/Gates-PDMarketResearch-Dec5. 

pdf . 

53 Will Morris, “Making Teacher Professional 
Development Decisions Based on Program 
Effectiveness,” The Startup (blog,). Education Week, 
February 2, 2015, http://blogs.edweek.org/edweek/ 
the_startup_blog/2015/02/the_most_important_ 

decision_a_schooUeader_can_make°/o 20 .html? 

plckFindCommentKey=CommentKey:02e86fa4- 

ba81-485e-a9ff-9f9552590b18 . 

54 Heather C. Hill, “Fixing Teacher Professional 
Development,” Phi Delta Kappan 90, no. 7 (March 
2009), http://www.pdkmembers.org/members_ 
onMne/pubMcations/archive/pdf/k0903hiLpdf . 

55 New America expert convening of federal, state, 
and local teacher professional learning experts, 

July 23, 2015; Thomas B. Timar, “The Institutional 
Role of State Education Departments: A Historical 
Perspective,” American Journal of Education 105, 
no. 3 (May 1997): 231-260, http://www.jstor.org/ 
stable/1085508 ; Teachers Know Best , Teachers' 
Views on Professional Development (Seattle, WA: 

Bill and Melinda Gates Foundation, 2015 ), http:// 
k 12 education.gatesfoundation.org/wp-content/ 

uploads/2015/04/Gates-PDMarketResearch-Dec5. 

pdf . 

56 Teachers Know Best , Teachers' Views on 
Professional Development (Seattle, WA: Bill 
and Melinda Gates Foundation, 2015), http:// 

k 12 education.gatesfoundation.org/wp-content/ 

uploads/2015/04/Gates-PDMarketResearch-Dec5. 

pdf . 

57 Teachers Know Best , Teachers' Views on 
Professional Development (Seattle, WA: Bill 
and Melinda Gates Foundation, 2015), http:// 

k 12 education.gatesfoundation.org/wp-content/ 


uploads/2015/04/Gates-PDMarketResearch-Dec5. 

pdf. 

58 Gaysha Beard, The Adult Learner , Professional 
Development , and the Literacy Coach , VDM Verlag, 
2010; Jal Mehta, Victorie Thiesen-Homer, David 
Braslow, and Adina Lopatin, From Quicksand 

to Solid Ground: Building a Foundation to 
Support Quality Teaching (Cambridge, MA: The 
Transforming Teaching Project, 2015), http:// 
www.totransformteaching.org/wp-content/ 

uploads/2015/IO/From-Quicksand-to-SoUd- 

Ground-Buiiding-a-Foundation-to-Support- 

QuaMty-Teaching.pdf . 

59 Sandra H. Harwell, Teacher Professional 
Development: It's Not an Event , It's a Process 
(Waco, TX: CORD, July 2003), http://www.cord.org/ 
uploadedffies/HarwellPaper.pdf; Tom Cocoran, 
Susan H. Furhman, and Catherine L. Belcher, “The 
District Role in Instructional Improvement,” Phi 
Delta Kappan 81, no. 1 (September 2001): 78-84, 
http://www.istor.org/stable/20440064 . 

60 Teachers Know Best , Teachers' Views on 
Professional Development (Seattle, WA: Bill 
and Melinda Gates Foundation, 2015), ittp:// 

k12education.gatesfoundation.org/wp-content/ 

uploads/2015/04/Gates-PDMarketResearch-Dec5. 

pdf . 

61 Justin Kruger and David Dunning, “Unskilled 
and Unaware of It: How Difficulties in Recognizing 
One’s Own Incompetence Lead to Inflated Self- 
Assessments,” Journal Of Personality and Social 
Psychology 77, no. 6 (i999):ii-2i; Melissa Tooley 
and Laura Bornfreund, Skills for Success: Supporting 
and Assessing Key Habits , Mindsets , and Skills in 
PreK-12 (Washington, DC: New America, November 
2014), https://www.newamerica.org/education- 
policy/poMcy-papers/skiUs-for-success/ . 

62 The Science of Learning (Austin, TX: Deans for 
Impact, 2015), http://www.deansforimpact.org/ 
pdfs/The_Science_of_Learning.pdf . 

63 Michael S. Garet, Andrew J. Wayne, Fran 
Stancavage, James Taylor, Marian Eaton, Kirk 
Walters, Mengli Song, Seth Brown, Steven Hurlburt, 
Pei Zhu, Susan Sepanik, and Fred Doolittle, Middle 
School Mathematics Professional Development 
Impact Study: Findings After the Second Year of 


32 


EDUCATION POLICY 


Implementation (Washington, DC: U.S. Department 
of Education, May 2011 ), http://ies.ed.gov/ 

pubsearch/pubsinfo.asp?pubid=NCEE20114024 ; 

National Center for Education Evaluation and 
Regional Assistance, Impact of Two Professional 
Development Interventions on Early Reading 
Instruction and Achievement: Executive Summary 
(Washington, DC: U.S. Department of Education, 
September 2008), http://ies.ed.gov/ncee/ 
pubs/20084030/summ_c.asp . 

64 Heather C. Hill, “Fixing Teacher Professional 
Development,” Phi Delta Kappan 90, no. 7 
(March 2009), http://www.pdkmembers.org/ 

members_onMne/pubMcations/archive/pdf/ 

k0903hil.pdf ; Melissa Pelochino, “Designing What’s 
Next in Teachers’ Professional Development,” 

The Whiteboard , March 27, 2014, https:// 
dschool.stanford.edu/feUowships/2014/03/27/ 

designing-whats-next-in-teachers-professional- 

development/ . 

65 Michael S. Garet, Andrew C. Porter, Laura 
Desimone, Beatrice F. Birman, and Kwang Suk 
Yoon, “What Makes Professional Development 
Effective? Results from a National Sample of 
Teachers,” American Education Research Journal 
38, no. 4 (2001): 915-945, http://www.imoberg. 
com/files/Unit_D_ch._24_— _Garet_et_al._article. 
pdf ; William Firestone, Melinda Mangin, M. Cecelia 
Martinez, and Terrie Polobsky, “Leading Coherent 
Professional Development: A Comparison of Three 
Districts,” The Journal of Leadership for Effective 
and Equitable Organization 41, no. 3 (August 2005), 
http://eaq.sagepub.eom/content/41/3/413.abstract; 
Heather C. Hill, “Fixing Teacher Professional 
Development,” Phi Delta Kappan 90, no. 7 (March 
2009), http://www.pdkmembers.org/members_ 
onUne/pubMcations/archive/pdf/k0903hiLpdf . 

66 Michael S. Garet, Andrew C. Porter, Laura 
Desimone, Beatrice F. Birman, and Kwang Suk 
Yoon, “What Makes Professional Development 
Effective? Results from a National Sample of 
Teachers,” American Education Research Journal 
38 , no. 4 ( 2001 ): 915 - 945 , http://www.imoberg. 
com/fUes/Unit_D_ch._24_— _Garet_et_al._article. 

pdf ; William Firestone, Melinda Mangin, M. Cecelia 
Martinez, and Terrie Polobsky, “Leading Coherent 
Professional Development: A Comparison of Three 
Districts,” The Journal of Leadership for Effective 
and Equitable Organization 41, no. 3 (August 2005), 


http://eaq.sagepub.eom/content/41/3/413. 

abstract . 

67 Kaylan Connally and Melissa Tooley, Beyond 
Ratings: Re- envisioning State Teacher Evaluation 
Systems as Tools for Professional Growth 
(Washington, DC: New America, March 2016), 

https://www.newamerica.org/education-poUcy/ 

policy-papers/beyond-ratings/ ; Sheri Frost Leo and 
Jane G. Coggshall, Creating Coherence: Common 
Core State Standards , Teacher Evaluation , and 
Professional Learning (Washington, DC: Center 
on Great Teachers and Leaders at American 
Institutes for Research, October 2013), http:// 
www.gtlcenter.org/sites/default/files/ 
CreatingCoherence.pdf ; Tom Cocoran, Susan 
H. Furhman, and Catherine L. Belcher, “The 
District Role in Instructional Improvement,” Phi 
Delta Kappan 81, no. 1 (September 2001): 78-84, 
http://repository.upenn.edu/cgi/viewcontent. 

cgi?article=1006&context=gse_pubs ; Annette 
Breaux and Todd Whitaker, Quick Answers for 
Teachers: Solutions to 60 Common Challenges (San 
Francisco, CA: Jossey-Bass, 2014). 

68 Robert Hanna, Seeing Beyond Silos: How State 
Education Agencies Spend Federal Education 
Dollars and Why (Washington, DC: Center for 
American Progress, June 2014 ), https://www. 
americanprogress.org/issues/education/ 
report/2014/06/13/91216/seeing-beyond-silos/ ; 

Findings from the 2014-2015 Survey on the Use 
of Funds Under Title II, Part A: June 201s State 
Activities Funds (Washington, DC: U.S. Department 
of Education, June 2015 ), http://www2.ed.gov/ 
programs/teacherqual/seasurveyfundsreport. 

pdf ; Thomas B. Timar, “The Institutional Role 
of State Education Departments: A Historical 
Perspective,” American Journal of Education 105, 
no. 3 (May 1997): 231-260, http://www.jstor.org/ 
stable/1085506 ; Angela Minnici (Director, Center 
on Great Teachers and Leaders, AIR), e-mail with 
Melissa Tooley, March 23, 2016. 

69 Robert Hanna, Seeing Beyond Silos: How State 
Education Agencies Spend Federal Education 
Dollars and Why (Washington, DC: Center for 
American Progress, June 2014), https://www. 

americanprogress.org/issues/education/ 

report/2014/06/13/91216/seeing-beyond-silos/ ; 

Karen Seashore Louis, Kenneth Leithwood, 

Kyla L. Wahlstrom, and Stephen E. Anderson, 


No Panacea: Diagnosing What Ails Teacher Professional Development Before Reaching for Remedies 


33 


Learning from Leadership: Investigating the Links 
to Improved Student Learning (New York: The 
Wallace Foundation, July 2010), http://www. 
waUacefoundation.org/knowledge-center/ 

school-leadership/key-research/Documents/ 

Investigating-the-Links-to-Improved-Student- 

Learning.pdf . 

70 Kaylan Connally and Melissa Tooley, Beyond 
Ratings: Re- envisioning State Teacher Evaluation 
Systems as Tools for Professional Growth 
(Washington, DC: New America, March 2016), 

https://www.newamerica.org/education-poUcy/ 

policy-papers/beyond-ratingsA 

71 Karen Seashore Louis, Kenneth Leithwood, 

Kyla L. Wahlstrom, and Stephen E. Anderson, 
Learning from Leadership: Investigating the Links 
to Improved Student Learning (New York: The 
Wallace Foundation, July 2010), http://www. 
waUacefoundation.org/knowledge-center/ 

school-leadership/key-research/Documents/ 

Investigating-the-Links-to-lmproved-Student- 

Learning.pdf . 

72 Kaylan Connally and Melissa Tooley, Beyond 
Ratings: Re- envisioning State Teacher Evaluation 
Systems as Tools for Professional Growth 
(Washington, DC: New America, March 2016), 

https://www.newamerica.org/education-policy/ 

policy-papers/beyond-ratingsA 

73 Samantha Cohen, Breaking Down Silos in a 
School District: Findings from an Ed.L.D. Project 
in Montgomery County (Cambridge, MA: Harvard 
Graduate School of Education, 2013), https://www B 

gse.harvard.edu/sites/default/files//programs/ 

Capstone%20%20Summary_C0HEN_final. 

pdf ; Meredith I. Honig, “From Tinkering to 
Transformation: Strengthening School District 
Central Office Performance,” AEI Outlook , June 
5, 2013, https://www.aei.org/publication/from- 
tinkering-to-transformation-strengthening- 

school-district-central-office-performanceA 

74 The Mirage: Confronting the Hard Truth About Our 
Quest for Teacher Development (New York: TNTP, 
2013), http://tntp.org/assets/documents/TNTP- 
Mirage_2015.pdf . 

75 Sandra Park, Sola Takahashi, and Taylor White, 
Learning Teaching (LT) Program: Developing an 


Effective Teacher Feedback System , 90-Day Cycle 
Report (Stanford, CA: Carnegie Foundation for the 
Advancement of Teaching, Spring 2014), files.eric. 
ed.gov/fuUtext/ED556493.pdf . 

76 ESSA Title II, Section 2012, https://www.congress. 
gov/114/biUs/s1177/BILLS-114s1177enr.pdf . 

77 Frederick Hess, “Beware of Superintendents 
Who Push Too Much Reform,” Education Next , 

July 7, 2013, http://educationnext.org/beware- 
superintendents-push-much-reform/ ; Tom 

Cocoran, Susan H. Furhman, and Catherine 
L. Belcher, “The District Role in Instructional 
Improvement,” Phi Delta Kappan 81, no. 1 
(September 2001): 78-84, http://www.jstor.org/ 
stable/20440064 . 

78 Matthew Chingos, Grover Whitehurst, and 
Katharine Lindquist, School Superintendents: 

Vital or Irrelevant? (Washington, DC: Brookings 
Institution, September 2014 ), http://www. 

brookings.edu/research/reports/2014/09/03- 

superintendents-chingos-whitehurst . 

79 Douglas B. Reeves, Transforming Professional 
Development into Student Results (Alexandria, 

VA: Association for Supervision and Curriculum 
Development, 2010), chapter 6. 

80 The 2007 study by Kwang Suk Yoon, et al found 
that, in the nine studies examined, all but one used 
professional development on the same content 
over multiple sessions. Kwang Suk Yoon, Teresa 
Duncan, Silvia Wen-Yu Lee, Beth Scarloss, and 
Kathy L. Shapley, Reviewing the Evidence on How 
Teacher Professional Development Affects Student 
Achievement (Washington, DC: U.S. Department of 
Education, October 2007), http://ies.ed.gov/ncee/ 
edlabs/regions/southwest/pdf/rel_2007033.pdf . 

81 Jane G. Coggshall, Title II, Part A: Don't Scrap It, 
Don't Dilute It, Fix It (Washington, DC: American 
Institutes for Research, March 2013), http:// 

educationpolicy.air.org/sites/default/files/ 

FixltBrief.pdf . 

82 Teachers Know Best, Teachers' Views on 
Professional Development (Seattle, WA: Bill 
and Melinda Gates Foundation, 2015), http:// 
k 12 education.gatesfoundation.org/wp-content/ 

uploads/2015/04/Gates-PDMarketResearch-Dec5. 

pdf ; The Mirage: Confronting the Hard Truth About 


34 


EDUCATION POLICY 


Our Quest for Teacher Development (New York: 

TNTP, 2015), http://tntp.org/assets/documents/ 
TNTP-Mirage_2015.pdf. 

83 Background research by Boston Consulting 
Group for Teachers Know Best , Teachers' Views 
on Professional Development (Seattle, WA: Bill 
and Melinda Gates Foundation, 2015), http:// 

k 12 education.gatesfoundation.org/wp-content/ 

uploads/2015/04/Gates-PDMarketResearch-Dec5. 

pdf ; Lane McBride, (Partner and Managing Director, 
Boston Consulting Group), email with Melissa 
Tooley, April 14, 2016. 

84 Heather C. Hill and Pam Grossman, “Learning 
from Teacher Observations: Challenges and 
Opportunities Posed by New Teacher Evaluation 
Systems,” Harvard Educational Review, 2013, http:// 
cepr.harvard.edu/files/cepr/files/ncte-hiU- 
grossman-learning-from-teacher-observations. 

pdf?m=1429728815 ; Jenny DeMonte and Kaitlin 
Pennington, “Professional Support for Principals Is 
Essential for Strong Teacher-Evaluation Systems,” 
Center for American Progress: Issues, July 1, 2014, 
https://www.americanprogress.org/issues/ 
education/news/2014/07/01/92852/professional- 
support-for-principals-is-essential-for-strong- 

teacher-evaiuation-systems/ . 

85 Michael Leachman, Nick Albares, Kathleen 
Masterson, and Mariana Wallace, Most States Have 
Cut School Funding, and Some Continue Cutting 
(Washington, DC: Center on Budget and Priority 
Policies, January 2016 ), http://www.cbpp.org/ 
research/state-budget-and-tax/most-states- 

have-cut-school-funding-and-some-continue- 

cuttinc ; Dillon Thomas and Zuzanna Sitek, 
“Bentonville Superintendent, New Principal 
Discuss School District Rezoning,” KFSM/KXNW 
News, February 17, 2016 , http://5newsonline. 
com/2016/02/17/bentonville-superintendent- 

new-principal-discuss-school-district-rezoning/ ; 

Rena Havner Phillips, “Loss of Assistant Principals 
Spreads Mobile County School Staffs Thin,” 
Alabama.com (blog), September 15, 2010, http:// 
blog.al.com/live/2010/09/loss_of_assistant_ 

principals_s.html . 

86 Linda Darling-Hammond, Michelle LaPointe, 
Debra Mayerson, Margaret Terry Orr, and Carol 
Cohen, Preparing School Leaders for a Changing 
World: Lessons from Exemplary Leadership 


Development Programs (Stanford, CA: Stanford 
Educational Leadership Institute, 2007), http:// 
www.waUacefoundation.org/knowledge-center/ 

Documents/Preparing-School-Leaders.pdf ; 

Morgaen L. Donaldson, Principals' Approaches 
to Developing Teacher Quality: Constraints and 
Opportunities in Hiring, Assigning, Evaluating, and 
Developing Teachers (Washington, DC: Center 
for American Progress, February 2011), https:// 
americanprogress.org/wp-content/uploads/ 

issues/2011/02/pdf/principaLreport.pdf . 

87 Morgaen L. Donaldson, Principals' Approaches 
to Developing Teacher Quality: Constraints and 
Opportunities in Hiring, Assigning, Evaluating, and 
Developing Teachers (Washington, DC: Center 

for American Progress, February 2011 ), https:// 
americanprogress.org/wp-content/uploads/ 

issues/ 2011 / 02 /pdf/principal_report.pdf. 

88 Debra Viadero, “Turnover in Principalship 
Focus of Research,” Education Week, October 
26, 2009, http://www.edweek.org/ew/ 
articles/2009/10/28/09principal_ep.h29.htmL 

89 Aaron Loewenberg, Why Elementary School 
Principals Matter (Washington DC: New America, 
May 5, 2016), https://static.newamerica.org/ 
attachments/13105-principals-corner/5.4Early- 

Ed-Principal-1.8d69b7bcac284a57b2dc1eae4dde 

54a8.pdf ; Kaylan Connally, “The Sorely Overlooked 
School Leader,” EdCentral (blog), New America, 
October 19, 2015, http://www.edcentral.org/ 
schoolleaders/ . 

90 Ben Jensen, Julie Sonnemann, Katie Roberts-Hull, 
and Amelie Hunter, Beyond PD: Teacher Professional 
Learning in High-Performing Systems (Washington, 
DC: National Center on Education and the Economy, 
January 2016), http://www.ncee.org/wp-content/ 
uploads/2016/02/BeyondPDWebv2.pdf 

91 Sandi Jacobs, Kathryn M. Doherty, Nithya Joseph, 
Kelli Lakis, Lisa Staresina, and Caryn Wasbotten, 
2015 State Teacher Policy Yearbook: National 
Summary (Washington, DC: National Council on 
Teacher Quality, November 2015), http://www. 
nctq.org/dmsView/2015_State_Teacher_Policy_ 

Yearbook_National_Summary_NCTQ_Report ; 

Kaylan Connally and Melissa Tooley, Beyond 
Ratings: Re- envisioning State Teacher Evaluation 
Systems as Tools for Professional Growth 


No Panacea: Diagnosing What Ails Teacher Professional Development Before Reaching for Remedies 


35 


(Washington, DC: New America, March 2016), 
https://www.newamerica.org/education-poUcy/ 

policy-papers/beyond-ratings/ . 

92 John P. Papay, Eric S. Taylor, John H. Tyler, and 
Mary Laski, Learning Job Skills from Colleagues 
at Work: Evidence from a Field Experiment Using 
Teacher Performance Data (Cambridge, MA: 

National Bureau of Economic Research, February 
2016), http://www.nber.org/papers/w21986 . 

93 Allison Gulamhussein, Teaching the Teachers: 
Effective Professional Development in an Era of High 
Stakes Accountability (Alexandria, VA: Center for 
Public Education, September 2013), http://www. 
centerforpubliceducation.org/teachingtheteachers; 
Rick DuFour and Douglas Reeves, “Professional 
Learning Communities Still Work (If Done Right),” 
Education Week Teacher , October 2, 2015, http:// 
www.edweek.org/tm/artides/2015/10/02/ 
professional-learning-communities-still-work-if- 

done.html . 

94 Rick DuFour and Douglas Reeves, “Professional 
Learning Communities Still Work (If Done Right),” 
Education Week Teacher , October 2, 2015, http:// 
www.edweek.org/tm/artides/2015/10/02/ 
professional-learning-communities-still-work-if- 

done.html . 

95 Andy Smarick and Julia Squire, The State 
Education Agency: At the Helm , Not the Oar 
(Washington, DC: Thomas B. Fordham Institute and 
Bellwether Education Partners, April 2014), http:// 
www.edexcellencemedia.net/publications/2014/ 
State-Education-Agency-Helm-Not-Oar/State- 
Education-Agency-Helm-Not-Oar-FINAL.pdf; Ashley 
Jochim and Patrick Murphy, The Capacity Challenge: 
What it Takes for State Education Agencies to 
Support School Improvement (Seattle, WA: Center 
on Reinventing Public Education, December 2013), 
http://www.crpe.org/sites/default/files/pub_ 

capacity%20challenge_dec13_0.pdf ; Merideth 
I. Honig, From Tinkering to Transformation: 
Strengthening School District Central Office 
Performance (Washington, DC: American Enterprise 
Institute, June 5, 2013), http://www.aei.org/ 
publication/from-tinkering-to-transformation- 

strengthening-school-district-central-office- 

performance/ . 

96 Learning Forward, “Our Impact,” http:// 


learningforward.org/who-we-are/our-impact#. 

Vua3s_krLct. 

97 Stephanie Hirsh (Executive Director, Learning 
Forward), interview with Melissa Tooley, March 18, 
2016. 

98 Teachers Know Best , Teachers' Views on 
Professional Development (Seattle, WA: Bill 
and Melinda Gates Foundation, 2015), http:// 

k12education.gatesfoundation.org/wp-content/ 

uploads/2015/04/Gates-PDMarketResearch-Dec5. 

pdf. 

"Melissa Tooley and Kaylan Connally, “Is Effective 
Teacher PD Just a ‘Mirage’?” EdCentral (blog), New 
America, August 4, 2015, http://www.edcentral. 
org/ effective-teacher-pd-a-mirage/ ; Learning 
Forward, “Standards Assessment Inventory (SAI2) 
Information Packet,” http://learningforward. 
org/ docs/ default-source/results/ sai2-info -guide- 
revised.pdf?sfvrsn=o; TELL Ohio, “Result Details,” 
http://www.teUohio.org/results/report/47/32344 ; 

TELL Kentucky, “Result Details,” http://www. 
tellkentucky.org/results/report/312/124292 . 

100 Email correspondence with Tom Manning, 
Learning Forward, May 5, 2016; Learning 
Forward, “Standards Assessment Inventory (SAI2) 
Information Packet,” http://learningforward.org/ 
docs/default-source/results/sai2-info-guide- 

revised.pdf?sfvrsn=Q . 

101 TELL Ohio, “Result Details,” http://www.tellohio. 
org/results/report/47/32344; TELL Kentucky, “Result 
Details,” http://www.tellkentucky.org/results/ 
report/312/124292 . 

102 The Mirage: Confronting the Hard Truth About Our 
Quest for Teacher Development (New York: TNTP, 
2015), http://tntp.org/assets/documents/TNTP- 

Mirage_2015.pdf ; Justin Kruger and David Dunning, 
“Unskilled and Unaware of It: How Difficulties 
in Recognizing One’s Own Incompetence Lead to 
Inflated Self-Assessments,” Journal Of Personality 
and Social Psychology 77, no. 6 (i999):ii-2i 

103 Deborah Reed, Reading First Notebook 
(Summer 2003), http://www.sedl.org/pubs/ 
reading100/RF-NB-2005-Summer.pdf ; Tabitha 
Grossman, Issue Brief: State Policies to Improve 
the Effectiveness of School Principals (Washington, 
DC: NGA Center for Best Practices, April 26, 2011), 


36 


EDUCATION POLICY 


http://www.nga.org/fUes/Uve/sites/NGA/fUes/ 

pdf/0910TEACHERDEVELQPMENT.PDF ; Bruce 
Haslam and Colleen Seremet, Strategies for 
Improving Professional Development: A Guide for 
School Districts (Arlington, VA: New American 
Schools, 2001), http://www.poUcystudies.com/ 
studies/?id=49 . 

104 Stephen Sawchuk, “Can ‘Micro-Credentialing’ 
Salvage Teacher PD?” Education Week , 

March 29, 2016, http://www.edweek.org/ew/ 

articles/2016/03/30/can-micro-credentiaUng- 

salvage-teacher-pd.html ; Jal Mehta, Victorie 
Thiesen-Homer, David Braslow, and Adina Lopatin, 
From Quicksand to Solid Ground: Building a 
Foundation to Support Quality Teaching (Cambridge, 
MA: The Transforming Teaching Project, 2015), 
http://www.totransformteaching.org/wp-content/ 

uploads/2015/IQ/From-Quicksand-to-SoUd- 

Ground-Building-a-Foundation-to-Support- 

Quality-Teaching.pdf . 

105 Sandra Park, Sola Takahashi, and Taylor White, 
Learning Teaching (LT) Program: Developing an 
Effective Teacher Feedback System , 90-Day Cycle 
Report (Stanford, CA: Carnegie Foundation for the 
Advancement of Teaching, Spring 2014), files.eric. 
ed.gov/fuUtext/ED556493.pdf ; Matthew Kraft and 
Allison Gilmour, Can Evaluation Promote Teacher 
Development? Principals' Views and Experiences 
Implementing Observation and Feedback Cycles 
(Harvard Web Publishing, January 2015), http:// 
scholar.harvard.edu/files/mkraft/files/principals_ 
as_evalutors_3.5_0.pdf . 

106 Allison Gulamhussein, Teaching the Teachers: 
Effective Professional Development in an Era 

of High Stakes Accountability (Alexandria, VA: 

Center for Public Education, September 2013), 

http://www.centerforpubliceducation.org/ 

teachingtheteachers . 

107 The Mirage: Confronting the Hard Truth About Our 
Quest for Teacher Development (New York: TNTP, 
2015), http://tntp.org/assets/documents/TNTP- 
Mirage_2015.pdf . 

108 Ibid. 

109 Jay G. Chambers, Irene Lam, Kanya 
Mahitivanichcha, Phil Esra, Larisa Shambaugh, and 
Stephanie Stullich, State and Local Implementation 


of the No Child Left Behind Act: Volume VI— 

Targeting and Uses of Federal Education Funds 
(Washington, DC: U.S. Department of Education 
and American Institutes for Research, January 
2009), https://www 2 .ed.gov/rschstat/eval/ 
disadv/nclb-targeting/nclb-targeting.pdf ; 

Allison Gulamhussein, Teaching the Teachers: 
Effective Professional Development in an Era 
of High Stakes Accountability (Alexandria, VA: 

Center for Public Education, September 2013), 
http://www.centerforpubliceducation.org/ 

teachingtheteachers . 

110 Allison Gulamhussein, Teaching the Teachers: 
Effective Professional Development in an Era of High 
Stakes Accountability (Alexandria, VA: Center for 
Public Education, September 2013 ), http://www. 
centerforpubliceducation.org/teachingtheteachers; 
Jane G. Coggshall, Title II, Part A: Don't Scrap It, 
Don't Dilute It, Fix It (Washington, DC: American 
Institutes for Research, March 2015 ), http:// 
educationpolicy.air.org/sites/default/files/ 
FixltBrief.pdf ; Bruce Haslam and Colleen Seremet, 
Strategies for Improving Professional Development: 

A Guide for School Districts (Arlington, VA: 

New American Schools, 2001 ), http://www. 
policystudies.com/studies/?id=49 . 

m Kaylan Connally, “Bipartisan ESEA Bill Misses Key 
Lever for Improving Teacher Quality,” EdCentral 
(blog), New America, April 9, 2015, http://www. 
edcentral.org/eseadraft-teacherquality/ . 

112 U.S. Department of Education, “Resources: 
Ensuring Equitable Access to Excellent Educators,” 

http://www 2 .ed.gov/programs/teacherqual/ 

resources.html . 

113 U.S. Department of Education, Findings from the 
2014-2015 Survey on the Use of Funds Under Title II, 
Part A : July 2015 Subgrants to LEAs (Washington, 

DC: U.S. Department of Education, July 2015), http:// 
www 2 .ed.gov/programs/teacherqual/learport. 

pdf ; Kaylan Connally, “Strengthening Educator 
Evaluation and Professional Learning in a New 
ESEA,” EdCentral (blog), New America, February 
13, 2015, http://www.edcentral.org/professional- 
learning-esea/ . 

114 Kaylan Connally, “Strengthening Educator 
Evaluation and Professional Learning in a New 
ESEA,” EdCentral (blog), New America, February 


No Panacea: Diagnosing What Ails Teacher Professional Development Before Reaching for Remedies 


37 


13, 2015, http://www.edcentral.org/professional- 
learning-esea/ . 

115 Ruth Chung Wei, Linda Darling-Hammond, and 
Frank Adamson, Professional Development in the 
United States: Trends and Challenges (Dallas, TX: 
National Staff Development Council, July 2010), 

https://edpolicy.stanford.edu/sites/default/files/ 

publications/professional-development-united- 

states-trends-and-challenges.pdf . 

116 Ibid. 

117 The Mirage: Confronting the Hard Truth About Our 
Quest for Teacher Development (New York: TNTP, 
2015), http://tntp.org/assets/documents/TNTP- 
Mirage_2015.pdf . 

118 Ibid. 

119 Ibid. 

120 Tim Walker, “No More ‘Sit and Get’: Rebooting 
Teacher Professional Development,” NEA Today , 
April 29, 2013, http://neatoday.org/2013/04/29/ 
no-more-sit-and-get-rebooting-teacher- 

professional-development/ . 

121 Frederick Hess, “Beware of Superintendents 
Who Push Too Much Reform,” Education Next , 

July 7, 2015, http://educationnext.org/beware- 
superintendents-push-much-reform/ . 

122 Christine Costello, Kara Dziobek, Christine 
Flanagan, and Chad Lockart, Feedback 

For Teachers: A Qualitative Study of How 
Teachers Receive , Share , and Make Meaning of 
Feedback (Providence, RI: Business Innovation 
Factory, December 2012), http://www. 
businessinnovationfactory.com/sites/default/ 

files/lab-documents/feedback-teachers-fb4t/ 
bif-fb4t.pdf ; Sylvia Segure Pirtle and Ed Tobia, 
“Implementing Effective Professional Learning 
Communities,” SEDL Insights 2, no. 3 (Winter 2014), 
http://www.sedl.org/insights/2-3/implementing_ 

effective_professionaUearning_communities. 

pdf . 

123 Jeffrey Mirel and Simona Goldin, “Alone in the 
Classroom: Why Teachers Are So Isolated,” The 
Atlantic , April 17, 2012, http://www.theatlantic.com/ 
national/ archive/2012/04/ alone-in-the-classroom- 
why-teachers-are-too-isolated/255976/ ; Dan 


Mindich and Ann Lieberman, Building a Learning 
Community: A Tale of Two Schools (Stanford, 

CA: Stanford Center for Opportunity Policy in 
Education, 2012), http://learningforward.org/docs/ 
publicationssection/2012phase4report.pdf . 

124 Susan Kardos, Susan Moore Johnson, Heather 
Peske, David Kauffman, and Edward Liu, “Counting 
on Colleagues: New Teachers Encounter the 
Professional Cultures of Their Schools,” Educational 
Administration Quarterly 37, no. 2 (April 2001): 
250-290. 

125 National Association of Special Education 
Teachers, “Effective Communication Skills for 
Co-Teachers in Inclusion Classrooms,” Powerpoint 
presentation. 

126 Julie Greenberg, Laura Pomerance, and Kate 
Walsh, Student Teaching in the United States 
(Washington, D.C.: National Council on Teacher 
Quality, July 2011), http://www.nctq.org/ dmsStage/ 
Student_Teaching_United_States_NCTQ_Report; 
Phillip Bernhardt and Mark Koester, “Preparing 
Mentors: Professional Development to Support 
Clinical Practice” The Field Experience Journal 5 
(Spring 2015), 37 - 57 , http://www.unco.edu/cebs/ 
nfec/documents/The_Field_Experience_Journal_ 

spring_2015.pdf . 

127 Frederick M. Hess and Andrew P. Kelly, Learning 
to Lead? What Gets Taught in Principal Preparation 
Programs (Boston, MA: Program on Education 
Policy and Governance, 2005), http://www.hks. 
harvard.edu/pepg/PDF/Papers/Hess_KeUy_ 

Learning_to_Lead_PEPG05.02.pdf ; Jal Mehta, 
Victorie Thiesen-Homer, David Braslow, and Adina 
Lopatin, From Quicksand to Solid Ground: Building a 
Foundation to Support Quality Teaching (Cambridge, 
MA: The Transforming Teaching Project, 2015), 
http://www.totransformteaching.org/wp-content/ 

uploads/2015/IO/From-Quicksand-to-SoUd- 

Ground-Buiiding-a-Foundation-to-Support- 

QuaUty-Teaching.pdf . 

128 Arianna Prothero, “For Principals, Continuous 
Learning Critical to Career Success,” Education 
Week , January 21 , 2015 , http://www.edweek.org/ 
ew/articles/2015/01/21/for-principals-continuous- 

learning-critical-to-career.html ; Paul Manna, 
Developing Excellent School Principals to Advance 
Teaching and Learning: Considerations for State 


38 


EDUCATION POLICY 


Policy (New York: The Wallace Foundation, 

2015), http://www.waUacefoundation.org/ 

knowledge-center/school-leadership/state- 

policy/Documents/Developing-Excellent-School- 

Principals.pdf . 

129 Primary Sources: America's Teachers on 
Teaching in an Era of Change (Scholastic and 
Bill and Melinda Gates Foundation, 2014), 

http://www.scholastic.com/primarysources/ 

PrimarySources-2014update.pdf ; Matthew A. 

Kraft and Allison Gilmour, Revisiting the Widget 
Effect: Teacher Evaluation Reforms and the 
Distribution of Teacher Effectiveness, working paper 
(Providence, RI: Brown University, February 2016), 
http://scholar.harvard.edu/files/mkraft/files/ 
kraft_gilmour_2016_revisiting_the_widget_effect_ 

wp.pdf?m=1456772152 ; Morgaen L. Donaldson, 

So Long , Lake Wobegon?: Using Teacher Evaluation 
to Raise Teacher Quality (Washington, DC: Center 
for American Progress, June 2009), https://www. 
americanprogress.org/wp-content/uploads/ 

issues/2009/06/pdf/teacher_evaluation.pdf . 

130 Morgaen L. Donaldson, So Long ; Lake Wobegon?: 
Using Teacher Evaluation to Raise Teacher Quality 
(Washington, DC: Center for American Progress, 
June 2009), https://www.americanprogress. 
org/wp-content/uploads/issues/2009/06/pdf/ 

teacher_evaluation.pdf . 

131 The Mirage: Confronting the Hard Truth About 
Our Quest for Teacher Development (New York: 

TNTP, 2015), http://tntp.org/assets/documents/ 
TNTP-Mirage_2015.pdf ; Morgaen L. Donaldson, 

So Long , Lake Wobegon?: Using Teacher Evaluation 
to Raise Teacher Quality (Washington, DC: Center 
for American Progress, June 2009), https://www. 
americanprogress.org/wp-content/uploads/ 

issues/2009/06/pdf/teacher_evaluation.pdf . 

132 Sarah Almy, Melissa Tooley, and Daria Hall, 
Preparing and Advancing Teachers and School 
Leaders: A New Approach For Federal Policy 
(Washington, DC: Education Trust, September 2013), 

http://edtrust.org/wp-content/uploads/2013/10/ 

Preparing_and_Advancing_Q.pdf ; Byron Auguste, 
Paul Kihn, and Matt Miller, Closing the Talent Gap: 
Attracting and Retaining Top-Third Graduates to 
Careers in Teaching (Washington, DC: McKinsey & 
Company, 2010), http://mckinseyonsociety.com/ 
closing-the-talent-gap/ ; Kate Walsh, Deborah 


Glaser, and Danielle Dunne Wilcox, What Education 
Schools Aren't Teaching About Reading and What 
Elementary Teachers Aren't Learning (Washington, 
DC: National Council on Teacher Quality, May 2006), 

http://www.nctq.org/nctq/images/nctq_reading_ 

study_app.pdf . 

133 Daniel Weisberg, Susan Sexton, Jennifer 
Mulhern, and David Keeling, The Widget Effect: 

Our National Failure to Acknowledge and Act on 
Differences in Teacher Effectiveness, 2 nd ed. (TNTP, 
2009), http://tntp.org/assets/documents/ 
TheWidgetEffect_2nd_ed.pdf ; Morgaen L. 
Donaldson, So Long, Lake Wobegon?: Using Teacher 
Evaluation to Raise Teacher Quality (Washington, 

DC: Center for American Progress, June 2009), 
https://www.americanprogress.org/wp-content/ 

uploads/issues/2009/06/pdf/teacher_evaluation. 

pdf . 

134 EdTPA, “State Policies Overview,” March 2016, 
https://secure.aacte.org/apps/rl/res_get. 

php?fid=1014frref=edtpa . 

135 Teachers Know Best, Teachers' Views on 
Professional Development (Seattle, WA: Bill 
and Melinda Gates Foundation, 2015), http:// 

k12education.gatesfoundation.org/wp-content/ 

uploads/2015/04/Gates-PDMarketResearch- 

Dec5.pdf ; Kaylan Connally and Melissa Tooley, 
Beyond Ratings: Re -envisioning State Teacher 
Evaluation Systems as Tools for Professional Growth 
(Washington, DC: New America, March 2016), 

https://www.newamerica.org/education-policy/ 

policy-papers/beyond-ratings/ . 

136 Findlaw, “Teachers’ Rights: Tenure and 
Dismissal,” http://education.findlaw.com/ 
teachers-rights/teachers-rights-tenure-and- 

dismissal.html . 

137 The Irreplaceables: Understanding the Real 
Retention Crisis in America's Urban Schools 
(New York: TNTP, July 2012), http://tntp. 
org/publications/view/the-irreplaceables- 

understanding-the-real-retention-crisis . 

138 Michael Fullan, Change Theory: A Force for 
School Improvement (Jolimont, Australia: Centre 
for Strategic Education, 2006), http://www. 
michaelfuHan.com/media/13396072630.pdf . 

139 The four systems examined were British 


No Panacea: Diagnosing What Ails Teacher Professional Development Before Reaching for Remedies 


39 


Columbia, Hong Kong, Shanghai, and Singapore. 
Ben Jensen, Julie Sonnemann, Katie Roberts-Hull, 
and Amelie Hunter, Beyond PD: Teacher Professional 
Learning in High-Performing Systems (Washington, 
DC: National Center on Education and the Economy, 
January 2016), http://www.ncee.org/wp-content/ 
uploads/2016/02/BeyondPDWebv2.pdf . 


40 


NEW 

_ AMERICA 



This report carries a Creative Commons Attribution 4.0 International license, which 
permits re-use of New America content when proper attribution is provided. This 
means you are free to share and adapt New America’s work, or include our content 
in derivative works, under the following conditions: 

• Attribution. You must give appropriate credit, provide a link to the license, and 
indicate if changes were made. You may do so in any reasonable manner, but 
not in any way that suggests the licensor endorses you or your use. 

For the full legal code of this Creative Commons license, please visit 

creativecommons.org . 

If you have any questions about citing or reusing New America content, please visit 

www.newamerica.org . 

All photos in this report are supplied by, and licensed to, shutterstock.com unless 
otherwise stated. Photos from federal government sources are used under section 
105 of the Copyright Act. 


No Panacea: Diagnosing What Ails Teacher Professional Development Before Reaching for Remedies 


41 



